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Foreword C -

- ot S . Y

The incvitability of ehange is perhaps one of the few things in our
Jives which remains constant. As an association which strives to
bring about changé in teacher education. ATE takes great pride in
bringing this publication. Stuff Development and Eduq:ulion?ﬂ’
Chunge, to the educational community. Its careful organization and
inviting réadability will be appreciated by educators &s they work. ,
their way through the dlsorgamzed piles.of dull materials covering
their desks. .

A pracl:cal book. it explores issues seldom 1ouched upon. such as
inservice education for college faculty and the relationship of adult
learning developnrent and insefvice teacher education. and provides
uxamples of the problems discussed,

The Association of Teacher Educators has long held that teacher
education is best served by the combined efforts of the schools, the
colleges and universities. and the appropriate agencies. We believe
hat this pubhcalion successfully exhibits th results of such an ef-
ort. .

ATE is most appreciative of the contributions of the many educa-
tors and administrators whose joint efforts brought this publication
into being. It is *must” reading for anyone concerned with the con-
tinuing edurallon 'of teachers. :

L4

Robert |. Stevenson
Executive Secretary
Association of Teacher Educators
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~The importance of staff development has never been so-strongly
supported as today. Both teacher educators in colleges and univer-
sities and teachers in schools need continually to update their
knowledge and skills. The tragedy'in American education is that, in
spite of the high interest in staff development, current efforts are
meager with trivial results in terms of the demands of the teaching
profession. .
While limited resources can be blamed for muche of the ineffec-
tiveness in existing programs, a more fundamental reason could be
the lack of systemic consideration of all factors. involved, including -
the long-range goals of staff development, the behayiors of the
variety of people involved. the interface of existing organizational
structures. ang__tb_e mechanisms fér program pla.nning and develop-
ment. _ - . )
In this velume the authors, frem rich backgrounds of experience,
treat several aspects of st2N development ‘programs that are often
overlooked: staff development as a vehicle for planned change. adult
development, staff development for faculties of colleges and univer-
sities, communication structures in staff development programs, and
reality-based planning. The contents of this volume are directed to
designers and managers of staff development programs for the pur- -
pose of adding critical elements and ideas to their repertoire that
will increase their planning and management capabilities. It is not™
‘the intent ¢f this volume to be a complete hardbook on staff de-
velopment pmgmmyul rather to pgovide a new look at program

»

“a
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"‘ . l‘ll'lul‘lllh lh(L Aro Crue mll.ln (he (lt“«ulgll of ellec tive: gmwtll DX Perie: s
eiees for adu atmllal-ﬂl-nt)nlw! . _
We are; irfdobied fou aumber of |u-r~.m1 ' .
© o lemes 'slcffmwvn listenad atluhtively o :\aril-l axplanation of what
e were alioat, and proyided the. suppur' rm-r?ml to carry Ulrefproject
to, Fruitipn, We hade worked® with ltm for over’n decade How, and
renetn hind as,y singular lluiwul)ml,qnu-l[v bult fllr('l fully, sizing up
- afhl sh.aplng it numhvr of the tnde mltnwluuns in teuther edbeation.
We Gwo him 2 ‘!iuhl a gratitnde thal goes beyoud this volime, and’
.* indeed eacompasses many poople he has-aided over the vears.
Flowd "Wiiternion grovided the asual competent” suppurt for the
volume. He read ehapterssand m.uflu nmany rec unluu-mlutlnm that
linally shaped the character of the bouk. , N S
Fhe pulse and rhythm belong 1o Joan M; Kragor, who is more than L
an editor. Joan probed and pressed for exceltence in cantent and
clarity in telivery. To her we owe a special debt of gratitude,
To the Association of Teachor Educators, its Exeuutive I)ir(si'tnr
Robert Stevenson, who wrote the Foreword, and to Bets’ Wi.ln.qu,
Vice-Chair of the Communications Commitiee, who reviewed ihe

manuscript, we are graleful. ’

Finaflys to the mlthr)p who \\‘I‘(]ll‘ rewrole, and did not mmplaln
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PART I
Accommodating Change

Every few years. the educotional community discovers a new ap-
proach to improving the education of its chiidren and youih. During
the late 1950s and early 1960s. it was curriculum reform. Academ-
icians and subject-oriented teacher educators called for materials
for children and youth that emplayed consistent treetments af con-
cepts beginning with kindergarten and cantinuing through coilege.
“Academic respectability” and “teacher-proof materials” were the
clarion crv +f educational change. particularly in the sciences and
mathemut..>. The basic tenet of the movement was curriculum de-
velopment and change. and the torch bearers were the cantent spe-
cialists. :
1t very soon became abundantly clear thet materiais alone did not
lead to improved education—that baoks could not be written that
were teacher praof, that teachers needed to understand theconcepts
they were teaching. and that they needed to be able to transiate them
into understandable notians for children and youth. Institutes were
orgaenized {primarily by the Natianal Science Foundation) and the
Educational Professions Development Act was passed by Congress.
Teachers would be trained and trained well.
By the mid-1970s, yet another wave af potential change swept
. —across Americen education. Teachers called for orgenizatiens to
deal with their awn staff development. The cammunity pressed for

14




2 " Part !
its own role in education. Administrators no longer tacitly accepted
their role as the determiners of content, instructional proctice, and
personnel. From the federal government, programs required real
input from the constituencies impocted by programs, including
Teacher Corps, the Urban-Rural Program, Title I, and Teacher Cen-
ters. Consortia became the watchward of cducational chunge and
practitioners the leaders In the movement.

Each wave swept across the face of Americon education. rolled
on. and left the lerrain little changed. Feeble efforts were initiated
with meager resources and fleeting results. Whv? An analysis would
suggest that eoch was not so successful as it could have been be-
cause of a lack of coordinated, cohesive support by a wide range of
resources, persons, and strategies. The systemic appreach
exemplifies such a broad-bused support program. In essence. it pus-
its that. for effective change, all of the targets of a change process
ruust be impacted if viable change is to occur. This involves isalat-
ing and working with the system's reformable elements:

othe persons involved in the educational enterprise;

othe communication systems within which arganizations func-
tion: ’

®the programs to which the system is dedicated—including the
education of students in schools and the development of edu-
cational practitioners. .

Cleorly. no change program will be as powerful as its potential
unless it in volves all three of these targets of the change process. The
present volume 15 dedicated to describing the potential for systeniic
educational programs. models of such programs. and implications
for teacher educators.

The major thrust is teacher inservice education or staff develop-
ment. While this is one of the three targets in the systemic approach.
it is used as the fulcrum in leveling viable change in educational
practice. In this first yveor of the 1980s, educators appear to be
searching for the answers to impraved practice in teacher inservice
education. It is our thesis that most of the inservice programs today
are tinid. meager responses to deep-seated needs. doomed unless
the profession recognizes the need to design inservice programs
while accounting for the aother subsystems involved.

The three targets of change provide the organizational construct

15




Accommuodating Chahpe

for the volnme. Following two chapters which spin out the dimen-
sions of systemis and change. Chapters 3 and 4 focus on ¢hanging
people. People in this case are not only teachers but also teachers of
teachers. They work in schools, intermediate units. and nniversities.
They require continual updating ond development—und. in a un-
ified, continuous. poul-criented foshion. ‘

Chapters -5 and 6 examine inservice education from the
communicationiorgonizationol perspective. The structures for staff
development programs are described in rural and urban settings.

Finally. the last section considers programs and their develop-
ment. The first chupter considers a needed and often poorly de-
veloped phase of inservice education=needs assessment. The sec-
ond chapter provides an approach to planning that has proved of-
fective in o number of workshops. Using this basic approach, edu-
cutors have developed useful teacher education programs thal sup-
port improvedinstruction. ' )

Each section. while directing attention to an aspect of change.
considers the integration of that target of change within the tatal
systeni,




CHAPTER ONE

The Nature of Change

in Schools and Universities
W, Robert Houston

‘Like Custard the Dragon in Ogden Nash’s intriguing story, we may
long for a 'nice safe cage” where everything remains constant long
enough for us to get some teaching done. But the dynamic world we
are caught up in will not permit a slower tempao of change, Change,
inevitable and characteristic of today’s world, must be considered in
any effort such as staff development.

The need to achieve stability by resisting change is as old as West-
ern civilization. The present is comfortable in its tangibility. so
much so that many people are seldom aware of it and are even less
concerned with future conditions. Marshall McLuhan maintains that
the present environment is invisible to those involved, becoming
visible only in retrospect when it has been superseded by a new
environment. His rhetorical question and exclusionary reply—"‘Who
invented water? It wasn't a fish!”"—vividly emphasize the cage
within which our present perceptions of the world hold us captive.

In a period of rapidly accelerating change when the future pe-
comes increasingly unpredictable, some comfort can be derived
from the certainty that hislory is repeating itself. The two conflicting
goals of stability and change have been dominant in the histary of
human thought since it was first recarded. Parmenides and Herac-
litus, predecessors of the Greek p_ﬁilosopher Socrates, were pro-

17




Nuture of Chunge

totvpes of these divergent approaches to reality. For Parnenides.
- stability was the one reatity. continuous and changeless: change in
the form of creatian or passing away was inherently contradietory
and illusory. For Heraelitus. the striving of opposites gnd con-
sequent change was the only reality and stahility was illusory, ex-
pressed in the dictum “You cannot step twice in the same river.”
In our effurts to compromise these divergent views of reality. we -
look for any elements which remain stable among the currents of
chango. Without stability, there is no human identity. By e:xtension.
institutions_(schools, professional organizations. universities) are
viewed as constant and enduring ¢orporate badiss. As the Parmeni-_
dean attitude prevails. historical change, if it is admitted at all, is
seen as progressive and steady development within a stable
. framework of value.

Human syslems have an enormous capacily o pesist change. to
return after attempts at change to a new equilibrium closely ap-
proximating the old. The more primary the system or institution—
such as home. school. church—the more entrenched the resistance,
and the more painfully and slowly change prevails. Yet human sys-
tems corporately are the elements which constitute society. and no
reasonable human being can deny accelerated societal thange in the
twentieth century or anticipate anything less than greater accelera-
tion in the twenty-first century.

The “nice safe cage” of our Gragon is nothing more than another
attempt at creative anachronism. We cannot admit to societal change
without accepting change and planning for it within the primary
elemenlts comprising our society. Among lhe most primary of those
elements is the school. into wkich our youlh are led and absorbed in
* ‘the process of socialization. Those of us involved in this ritual of
education and socialization would rather forgel about the necessity
of preparing our young not so much for the tangible present as for
the intangible future. Even those of us who consider ourselves
“futurists’ do not make predictions of future societzl needs in the
truest sense of the word. Defining aiternatives is safer. even though it
may be more complicated and subtle.

The extent to which we accept change passively is the negative
criterion by which we may judge our own “futu nsm It is easy enough
to say—and to forget—that we must prepare our s+ . lents for the
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fmture., Imt what have we done, what have we built into our educa.
tiomal syvstem to assnre this? Having generated the annval crop of
trained and apprentice teachers. what have we done to assure their
ability to comprehend and iticipate the futurk nends of their stu-
dents? We must remember that, while the turn of the twenty-first
centnry seems far in the futire. inany teachers of today will he: in
theie prime at that time.

One solution we evolved 1o the problem of teacher preparedness
for educational change was the continual inservice training for
teachers mandated by most schoot systems. intended as a means of
staff development, Critics of this solulion are numerous and vocal.
One of them. Louis Rubin (1971, p. 245). summarized tha current
view ol many: )

In-service education has indeed heen virtually o lost cause . ..

teacher professional growth has not heen token seriously, it
fucks a systematic methoedology, and it has bren managed with
astonishing clumginess. U is no! surprising, therefore, that
teachers have growvn accustomed to its impotence, and that ad-
ministrators have come to regard it os a toutine exercise in
futility-,

In that same volume (Rubin, 1971). Tyler outlined 125 yoars of in-
service development. While change has accurred. the results have
been neither spectacular nor pervasive. Programs are not designed to
lead toward long-term proficiency. nor are they arliculated into the
structure or program of the schools. They have become institutional
responses to institutionalized requirements rather than professional
opportunities for mere effective instruction. .

The isolation of inservice eduéation is a major reason for its fm-
potence. With few exceplions. inservice programs are designed to
fulfill state requirements or local school board regulations. These
requirements and regulations are backed financially by less than one
percent of most school district budgets. The director of staff de-
velopment typically reports to an assistant superintendent who re-
ports. jo the superintendéent. Sometimes the chain of command
reaches even lower into the district hierarchy before a responsible
person is found. :

Inservice strategies include such techniques as the “cafeteria ap-

19




Natire of Change

proach.”” where it is assumoed that leachers will choose what, they
most need aned that this will indend lead to greator offectiveness of
the schooling process. Some districts confive inservice sducation 1o
the building level, assuming that—without rosources—the school
principal will find some way to meot r('quirl-nwnts successfully.
Some conduet neweds assessments: Forms are printed up presumably
listing all teachor needs, teachoers mark their needs validly. the needs
relate to improved prograins, and improved prigrams are generated.
A stutty of the effects of such improved programs is almost never
made. When research is conducted, the results are not used hy
decision-makers to improve the -programs. It is little wonder that
slight progress continues to be made. .

Conditions such as those just described lend credence to the
charges of students of professional development programs that:

1) programs are nol dm-( ted toward the actnal needs of prac-
titioners:

2] prac titioners are not invoived in planning or implementing
programs:

3) programs are not designed to bring about improved educa-
tion of children and youth: ’
programs are short-term. short-sighted. laLk:ng in specif-
icity., and designed lo occupy time rather than bring about
change; -
institlutions are not committed to staff development as evi-
denced by the lack of financial support for these efforts; and

6] these persons developing such programs are not knowledge-
able either of needs of practitioners or of effective adult in-
structional programs. - .

Actions in staff development speak louder than words One school
district. in an effort to have syetemallc inservice programs. em-
phasized mathenfatics one year, reading the next, and social studies
the following vear. Each year the new curriculum field was accom-
panied by @ major address by the superintendent indicating this field
to be the most important and vital area of the curriculum, by two
half-days of inservice where a supervisor leafed through the new
program while teachers attempted to following the blinding speed
and confusing termindlogy of the presentation, and by the gru_mlg.
ling of teachers about the demands of new programs when they had

L4
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na support. The lTollowing yoar. a new curriculum irea was most
important and. except for the printed curriculim giddes. the former
onoe was largotten. No lolluw-np, no infegration with an-going prug-
ress. no a3sessment of effectiveness left o strungor messoage than the
superintendent’s stirring speech.

Other mixed inessages aboul inservice lrainlng and stoff dt-w.lu p-
ment come thruugh: Inservice is @ vital enterprise. hut it must be
dune on teachers' time. Inscrvice is vital to the development uf uur
district. but participate in any session yon wish, Though staff de-
velupment is impurtant, there arg no funds budgeted fur it. Teacher
ropresentatives delermine what inservice prugram cuntent will
he-—frum a list provided hy the administration.

Cunflicting messages can be minimized through coordinated.
systemic approaches to thre improvement of schooling in which the
major purposes of schools ate identified. assessed in terms of im-
plementation, and then réstated as more spectfic goals. The goals
can then be evaluated with respect to their accomplishment and
used as the basis for integral program design. .

A systemic approach to the problem of improving inservice edu-
cation involves isolating reformable elements and dealing with them
simultaneonsly to improve the total system. Change efforts must be
designed as on-going, adaptive. and rpgeneratlire processes. The
three specific elements capable of change can be isolated more or
less as follows:

sthe people—their attitudes. aptitudes. perspectives, and
valnes—including the professional staff tu’ be trained. the
trainers of the staff. and the coromunrity as a composite of ihdi-
viduals; re .

ethe. organization. administration. and communication struc-
tures within which inslltullons—suhools and unlversmes—
Afunction:

“othe programs of educational study engaged in by students in
schools and by their teachers and administrators in slaff de-
velopment and continuing education programs.

The three elements isolated above are the basic building blocks of
educational reform. In the real wurld. they cannot be isolated. but
they can be focused on directly in"the planning process and in im-
plementing programs. ‘




Nutiee of Change

This chapter hos stated o problem. emphasizing the criticism
justly Javeled ul inservice silucation s it oxists in the majorily of
educational institutions today, To offset the negative aspects of this
focus on criticism, the second chapter of this hook visualizes an
ideal of offective inservice training and staff 'development em-
phasizing the positive aspucts. of effective. implementation of per-
. sonnel. workable communication structures. and relevant program-
ming sustained long enough for full effectiveness and analyzed to
assess its impact. The ideal is-dynamic. reflecting ordinary and
familiar components interacting cffectively. Any element of fable in
the prosentation of this ideal lies in the projection of interaction. in
the assumption that human efforts at cooperation and collaboration
can succeed if all those involved are committed lo the achievement
of a goul attractive to 3ll.

The six chapters following the statement of the problem and the
ideal are grouped in two's following the outline of components just
presented: the people. those who participate in'inservice as teachers
and administrators from schools and universities: the otganization.
administration. and commpunication structuresfwhich are created to
“enlarge the horizons of staff development beyond the confines of the,
school building: and the planning and development of programs
structured to meel assessed and projected needs to the satisfaction of
those involved. .

{n introducing the plan for this bogk. we mentioned the artificial-
ity of separating these three components of change. and we would be
remiss not to mention t.hal‘microscupic examination of components
is dangerous to any true concepticn of reality when doing so causes
us to lose sight of operative dynamics. We started with the fable of
Custard the Dragon in his nice safe cage viewing his world Par-
menidically. Let us end Heraclitically with an Aesopian itlustration
of the inte}dependence of subsystems in nature provided by L.
_Thomas in The Medusa and the Snail (1979). ~

In the Bay of Naples biologists found that the nudibranch. a com-
mon snail. had a parasite in the form of a jellyfish attached near its
mouth. Curious to learn how the jellyfish (medusa) got there, they
traced the development of both the jellyfish and the snail. Though it -

. was a parasite. the jellyfish could ;ﬁocreale and its nffspnﬁ floated
freely and grew in the warm walers lo become full-grown normal
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jellyfish. Meanwhile, the snail produced larvas ane thesso begon 1o
grow normatlly. bnt not for long. While the suail lorvis were still
siall and young, vach was swallowed but not digosigedd by a iollyfish
Protected within the |¢'Ilyi|sh frotn nthor threats, the larva lived off
its host until it was full grown, hy which fime the jellyfish was
reduced to a siall ronnd parasite sffixed to the snail’s skin™near its
manth.. At one time the snail was depéndent on 1he jellyfish, while st
another the jellyfish was dependent nn the snail.

The analogy hetweon this fable and staff develnpment is not a
neatly drawn cirely, for the relationships in staff development are far
more complex. Yet, it is clesr that successful inservice programs
breed puersons who are not nnly effective practitioners but are slso
effective developers of nthee ins ivice peagrams. Schnnl districts
which rely nn those engaged in the process to improve it nften find
that interdependence, like the medusa and the nudibranch, is mutu-

-ally beneficial. Teachers learn ta be secure in recur;lmendinéways to

improve instruction, schools adept their recnmmendations, and
soon the schogls becnme dependent on the expertis  of their staff in
improving prngrams. The same happens.in cnlleges of education,
which rely ‘on feedback from their graduates to improve programs

and renew the spirit that results in more effective practice.

The stney of the snail and the jellyfish also serves to remind us.
when we consider systemic processes, thal existing systems a

_tempaoral or. time-related. The follnwing pages should be read wif

this Jact firmly in mind. Time is the measure of change. Temporal
systerns exist in conjunction with” changing personal identities and
changing societal needs. These changes can be correlated and in-
stittionalized. as the next chapter will describe,
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CHAPTER TWO
Institutionalizing Change
through Staff Development .

Roger Pankratz

A

Each vear thousands of new prograras, and pracllces are introduced -~
in elementary and secondary schools as ‘well as in institutions of
higher education. Many of these are reponses to fedegal, state, and

. local mandates: other innovations are the results of funded programs
designed to improve certain aspects of the curriculum: still others
are the efforts of local infiovators to introduce new ideas thal will
change current educational practices. ,

Although many innovative éfforts include early program and ma-
terial developmental activities. the typical mode for introducing
new programs and practices is a staff developmental workshop or a
series of workshops. These training sessions are usually designed to
make the intended ysers of the innovation aware of the elements of
the program and the skills and strategies necessary for implementa-

‘tion. If the early training is well executed. a segment of the user
group is initially enthusiastic about the potential of the innovative-
program or practice for meeting perceived needs. Thisl initial en-
thysiasm for a new and different approach is usually sufficient to
mask the serious concerns raised by othéer facully who are not sure
that the new program or practice will indeed be an improvement or

. that they will be successful with it. However, as the program de-

® velopmental effort moves from training to implementation in the
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classroom or |-ls|-w|wrv in the real werld. evon some of the inflial
pnthnsiasts begin to have segpfid thoughts about its potential for
improving what presently must'i The now strrctiures, procedures,

" and skills that looked rathor simple in the trainiog wnrk'slmp just
don't seem to wik the way ey wore lll'lmm'-lrull('(l by the smil
developmental trathers, © T

At the same tirne, slannn\n‘llwrs who weren'l too sure aboul the
new program o practic wdfrom 1h|- start'sce their prephecy fulfilled as
daily rontites and concerns continue to stifle imy visihle signs that
the new program or practice is being implamented by the rank-and-
file user for whom it was intended. Consequently, afler the initial
push for the mandated program has died. after the funding has

" ended. and afte the innovators have moved on o new ideas. only
the remnants of program malérials and reporls remain as rl-mln(l('rs
that the innovation ever existed.

How o we know that the series.of evenls just descrihed really
happens? W, know this bec dliw all of ns ipvolved in education have

_observed and lived lhrough this type of an uxperience.

But wait, # doesn't have to end.like that! The outcome really can
be different and. in fact. has been for some who have learned 10 use
staff development i facilitate the ¢ hange process. Consider the fol-
Iuwlng aMernative scenario:

‘Jefferson Migdle Sc¢ ‘hooll in Mid- Amerlca was faced- with a stale
mandate to implement a basic skills lmproverlilenl program. The
Yohool principal. threc key teachers. and a facilitator from the Ior,dh,.
university planned together what they might do 1o fulfill this man-
date. After a review of some needs assessmenl.data and conversd-
tions with a number (_Jf“'tea'chers. the improvement of reading was
chosen as the greatest need ard concern. With some staff develop-
mental funds. faculty from an atea university were engaged to run a
series of “exploration workshops" on teaching reading in content
areas and alternative reading improvement programs for middle
schools. This series was to last about one semester. The staff de-
velopment program was given visible support by the principal and
credit was offered as an incéntive, About 70 percent.of the faculty
participated. After ihe'exploralory workshops. the fa(,ully of Jeffer-
son Middle School voted to adopt a mod:f;ed version of the Tri-Star
reading improvement approach and agreed to develop further t!m‘
skills needed to teach reading on the Tri-Star-program.
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The nex |1h.|w ol Ilu- prngralu comprised a series of “skill de-
velopment wurkslmps In this-phase. specific stroctures and pro-
cesses of the program were discussed and agreead fo, and tie ach-
1y skilly assgeited with the progeam were tried out and practiced.
)Zin .1#1- miﬁzns phase. the skill du-w-lnpmvnt wuorkshops offered
teachefs an uppnrlumlv 0 earn gradugte credit, The principal’s snp-
porl was visible by her partic: ipatiog in all the training sessions. A
process goal for the skill development w:lrkshnps wis, facully con-
sensus on 'llll! key eterments of the'reading, improvement prograni
(.e.. the specific "%Irllt\;l‘l.l;l"v processes.. and behaviors that all
leac h(-rs would attempl to mlplvmvnl'] and ona date by which
achers would begin lmplvmun‘lm[., all aspects of the program, The
role of the umw_,rsllv trininer was particularly crucial to this phuse,
Consensus w.h reached near the: endt of Ihr' semegjer. but not wnlhuut
processing o 1ol of statf. neptls. concnrns, "1‘1“(‘1‘~tnnfl|ttq A(Imlnlg-
tratoss” support roles. just like the teachers’ roles, had ta be worked *
out is parl of the inpovative developmental dlurl .
Official implementation of the Tri-Staf program began in the fall
of the seeond vear after two inservice days reorienting staff to “all
aspuets of the agreed-upon curriculum. The start was dullerale but
rocky. Managing the various parts of the program. as {vell as, the
different rcading levels of students. was a difficull task fur most of
the staff. Therefore. * ‘egac hing to application” sessions wure estab-
lished on site to help teaghors work nut the technical ptoblems of

. implementing all aspects of the Fri-Star approach in their classes.

Aruitoxt provided by Eic:

Both a school district reading consultant and a university professor
prowded gp-site staff development. four days a week through indi-
.Vuluullnd conferences and group semindrs to discuss common
problems. Inservice days were used to work on preblem areas asso-
ciatedavith the program and to further skill developmenl in areas of
need prescribed by teachers. As the vear progressed, teachers' be-
havior in the Tri-Star program became less mechdml,al and more,
routine. While some leachers requested more help from the trainers
thanT)ers a mdlonty of the'middle school teachers were imple-
men all aspects of the Tri-Star program I thﬂr clasgrooms by
the end of the year «ith minimal assistance.

More than two years have passed since the first planmng sessions
pre(:ulmg the éxploration workshops. The program now is well into”
ils second vear of implemenlation. Dne of the middle school English

1
'
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teachers has been given 50 percent released time to coordinale the
Tri-Star program and to work with new teachers who this year joined
the middle school staff. This was accomplished by regrouping clas-
ses at the request of the teaching facuity. The primary school staff
developmiental activity this year is “collaboration seminars.” where
a group of tive to eight teachers who work basically with the same
students form a support system. meeling every two weeks to share
their experiences and to plan how they can collaborate to improve
studenis’ basic skills. Some ofthe support groups are even exploring
the possibility of adding mil(th and writing skills to the Tri-Star pro-
gram since the basic structiire and processes for teaching these skills
already exist. Although Tri-Star may change in the future. two
things are certain: (1) these changes will be made by a faculty deci-
sion. and (2) stafi development will be involved.

The process described above is a true account of what can happen
when key planners use appropriate staff developmental activities to
facilitate the institutionalization of a new program or practice. The
fact that Jefferson Middle School today has a redding improvement
program that is part of the regular culture of the school is no acci-
dent. In the account of the program deveio ymental effort described
above, two general strategies were followed by the key planners and
facilitotors of the developmental process that are consistent with
what is known about managing the change process. First of all. staff
developmental activities offered were appropriate for the particular
“stage" of the change process or the “lével of use™ of the innovation,
Four different mod#s of staff development were used by design. each
apprepriate to a stage of the change process. A second strategy that
was followed was attending 1o the successful outcome of critical
evenls in the change process leading to institutionalization. During
the three-year program developmental process there was a seriées of
evenls that were crucial if progress toward institutionalization was
to continue. A plan was developed to insure a favorable outcome of
critical evenis. Each of these two strategies is discussed in more
detail below. ‘

* Appropriate™ Staff Developmental Activities

There is merit in it cafeteria stvle of feeding if general nourishment
is desired and if one is aware of his or her needs. [However. when
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there is a haby in the house. careful attention must be given to a diel
appropriate to the infant's stage of development. Think of introduc-
ing an innovation as the concgption and nurluring of a child to
adulthood. The diet must be carefully supervised and changed to
insure proper development.

A framework for analyzing the adoption of innovations has been
described by Hali (Hall et al.. 1075; Loucks et al.. 1975). Seven
“levels of use” are defined that are analagous to stages of develop-
ment of an infant from birth to adutthood. Each of these levels of use
or stages of growth of s new -program or practice is described below
{Loucks et al.. 1975, pp. 8-4) in terms of the behavior of the user
{twacher) of Lhe innovation.

Level 0—Nen-use: Stote in which the user hos little or no
kaowledge of the innovation. no involvement with the inno-
vation. and is doing nothing toward becoming involved.

Level I—Orieniation: State in which the user has recently ac-
quired or is acquiring information dbout the innovaition
and!or has recently explored or is exploring its value orienta-
tion and its demands upon user and user system.

Level HI—Preparation: State in which the user is prepering for
first use of the innovation,

Level HI—Mechanical Use: State in which the user focuses
most effort on the short-term. day-to-day use of the innova-
tion with little time for reflection. Changes in use are made
more to meet user needs than client needs. The user is
primarily engaged in a0 stepwise attempt to master the tasks
required to use the inngvation, often resulting in disjointed
and superficial -use.

Level IV A—Routine: Use of the innovetion is stabilized. Few if
any changes are being made in on-going use. Little prepara-
tion or thought is being given to improving innovation use or
its consequences.

Level IV B—Refinement: State in which the yser varies the use
of the innovetion to increase the impact on clients within
immediate shere of influence. Variations are based on knowl-

edge of both shert- and long-term’ consequences for clients,
Level V——Integration: State in which the user is combining own

efforts to use the innovation with related octivities of col-




Accommodating Change

leugues to uchieve a collective impact on clients within their
common sphere of influence.

Level Vi—Renewal: State in which the user re-evaiuates the
guolity of use of the innovation, seeks mojor modificotions or
alternatives to the innovation to-uchieve increased impoct on
clients. examines new developments in the fleld. ond ex-
.plores new goals for self ond the system.

{n the Tri-Star reading program in Jefferson Middle School, four
different types of staff developmental activities were designed and
offered at four different levels of use to facilitate continued growth
toward a higher level. These were:

oExploration Workshops during Level £—Orientation:

#5kills Development Workshops during Level II—Preparation;

®Cgaching for Application Sessmns during Level IIl—
Mechanical Use; '

oCollaboration Seminars during I.evels TV and V—Routine Use,
Refinement, and Integration.

During the corientation level everyone in Jefferson Middle School
generally agreed that feading was a problem. but they needed to
explore their concerns further and to understand the problem better.
This stage of development also called for exploring the different
types of reading programs that were available and drawing on the
best features of several programs. The persons who comprised the
instructional team for the exploration workshops had expertise in
reading and in group process. Probably more time was spent during -
the exploration workshops in dealing with concerns and classrcom
problems than in giving information. The exploration phase came to
a close yvhen the total group agreed on the general approach they
wanted to pursue.

During the praeparation level the teachers in )efferson Middle
School were ready to explore and develop the specific skills and
strategies that would eventually comprise the Tri-Star program.
They were selective in choosing the skills and strategies that were
presented. A frequent comment from teachers during the skills de-
velopment workshop was “‘that sounds fine but it wpn't work in my
situation.” Such teacher concerns had to be worked through to bring
everyone along in the developmental process. In the skills develop-
ment workshops specific skills and strategies were presented and

¢
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tried oul in a role-plaving or peerteaching situation to test their
viability. Again a ¢areful mix of content and process was necessary
in the skills workshops to develop the tools to implemeft Tri-Ster
while developing ownership in the program. The skill dewelopment
phase concluded with a commitment to implement the’program jn
the following Sceptember and with agreement as to the basic ele-
ments of the program that teachers and principal would implement.
Nuring the mechanical use level of implementation teachers were
trying lo make all the elerhents of the reading improvement program
work in their classrooms. This was truly the most critical phase of
the entire change process. Many of the teachers had never. before
taught the same content using different reading levels in the same
class. Managing the many activities taking place at the same time
was nol easy to learn and some teachers, even after three months.
weren’t sure it was a good idea. “Coaching for Application.” a term
borrowed from Joyce and. Showers (1980). involved two kinds of
related staff developmental aetivities. Two members of the instruc-
tional staff—one from the university and one from the school system
with expertise in reading education—worked out a schedule so that
one or the other would be in the school three days a week to help
individual teachers with instructional problems and to hold practice
sessions in skill areas that seemed to be bothersome. The fact that the
instructional staff was in the building on call was very important.
Persons who have served as **coaches" in this phase believe this ty pe
of staff development is the most important mode if teachers are to try
out and feel comfortable with new skills and strategies in the class-
room. . o
At the roytine use level and at higher levels of use, an innovation
is usually cousidered to be institutionalized for a given teacher—that
is. the new program or practice is the regular way of doing business
in the classtoom. This. however. is no reason for staff development
to cease. Miitual support systems are needed for maintenance. re-
finement. and the integration of efforts. In the Jefferson Middle
School “collpborative seminars™ were set up for all the teachers be-
longing to a satellite (the school was organized into five salellites. or
schools within a school). The seminar met every two weeks: much -
like a mini staff meeting, to focus atiention on the basic skills im-
provement program. This mode of staff development has had otiter

30
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spinoffs agide from a mutual support system for the Tri-Star Pro-
gram. 1t has become a furum for the generation of new ideas and
tcam problem-solving.

Each of the four different modes of staff developmenl used i the
change process at Jefferson Middle School was designed to attend to
the needs and concerns of teachers at a given phase of program
development. Any one of the modes would have been inappropriate
for teachers at a different level of use of the Tri-Star program. While
there are many possible variations of the staff developmental modes
used in this particular innovation cffort. the general purpose of staff
developmental activities during each phase should advance the fac-
ulty member's use of the innovation toward a higher level.

-

Attention to Critical Events

Although staff development was the vehicle for developing. im-
plementing. and institutionalizing the use of the Tri-Star program
among teachers, there was a major effort throughout the change pro-
cess to build and maintain a support system that would allow prog-
ress t0 continue toward the change goal. This was done by consil-
_ ering the various stages in the institutionalization process. and then

planning for these evenls to occur with a favorable outcome. A criti-
cal event in this change effort was any observable occurrence (e.g..
decision. vote. memo, support statement. resource allocation. com-
" mitment) that was considered essential to the continuation of prog-
ress toward the change goal.

Pankratz and associates (1980. p. 19) have described lhe five major
stages leading to institutionalization as:

1. Awareness—recognition by oppropriote persons in both the
formal und informu! structures of the orgonization that there
is {u}) u current gool-achievement discrepancy: and {b} un
emergent need or requirement for odditionol progroms or
pructices: or {c) an areo of service or oclivity not now
addressed odequately by other orgonizations. '

2. Acceptonce—agreement by oppropriote persons thot o por-
ticulor proposed change is an occeptoble ottempt to solve the
problem. to meet the need or the requirement. or to develop
the cupability to provide service thot is presently unavuil-

able.
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3. Preparation—understanding the proposed change and
willingness among personnel lo participate in a triol or dem-
onstration: evidence of adequate skill and knowledge levels
to carry out needed tasks; availability of necessary
resources—staff. equipment, materials. space. and training
capuability.

. Limited Installation—iemonstrable operation of the
change. similar to jts operation if it were adopted and as-
similated by the organization.

5. Institutionalization—establishment oj’ program or practice,
operable as anticipated. and supported in processes, struc-
tures. and behaviors in the organization following the termi-
nation of the temporary system.

While there is a close association between these five stages and
Hall's levels of use described earlier, these five stages leading to
institutionalization represent the organizational aspect of the pro-
cess. whereas levels of use represent the programmatic aspect of
change. )

Figure 1 lists major critical events in each of the five stages leading
to institutionalization in the Tri-Star program that were deliberately
planned for or recognized as important and monitored to insure that
they did occur. Events other than those listed in the figure were
planned for and were important to the change process: however,
those described show how a well-designed staff development plan
must have a support system that removes roadblocks. insures owner-
ship. and provides-the necessary commitmentof resources to operale
the new program when it becomes the recognized on-going program.

Purposeful staff development is an essential ingredient to the
adoption and ‘institutionalization of most new programs and. prac-
tices. It can be an extremely useful vehicle to manage the change
process if it is carefully planned and orchestrated with the dynamics
of the adopting organization. Before staff development can be effec-
tive in the change effort, it must become an integral part of a larger
design to initiate and manage educational change. The change pro-
cess requires careful attention to the programmatic and the political
aspects of any innovative effort. Experience and research indicate
that emphasizing one without attending to the other will yield
minimal results. However, when the program development and or-
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ganizational dynamics are both integrated. staff development as an
effective change strategy can reach its full potential.
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Figure 1
The Five Stages Leading 10 Institutionalization
of the Tri.Star Program in lefferson Middle School

Stage Major critical evenl Importance

Awareness The principa] and three key The schobl leedership formel and
teachers mel and agreed thal informal) needed o own the
lefferson School had a problem problem and communicete their
in the area of reading. ) conclusions lo teachers. - )

Acceptance Near the close of the explotalion There needed lo be formal ac-

- wotkshop the facully voled to eaplance gnd ownership in the
try oul {accept) the Tri-Star progrom by a mejority of the
approach. faculy. )

Prepatation Near the end of the skills devel-  There was need.for & clear and
opment wortkshop there was con.’ precise definitinn of the pro-
sensus agreemeni on the specific  gram including expeciations of
elements of Tri-Star programs. all parties involved.

_The facully agreed on a definite  There was need for a formal
sterting date. ’ commitment from facully 1o
begin ful] implementation.

The principal patticipated in Adminisirative suppor! was

skills warkshops. visible,

Limited Instructional resource iJersom These resources were difficult

installation were acquired to serve thrie days to acquire but were essentiel to
a week in the school buil'iing for installation of the program.
“coaching to application.™ '

Institution- A teacher was released from 50% There was need for an on-going
alization of teaching 1o serve as an on- suppori system {budget and
going coordinalor in the school.  leacher commitmeni].

Collaboration seminars were There was & need for an on-going
established. formalized communication sysiem.

A training program was estab- Maintenance of p'mgram beyond

lished fol new teachers. "I initial teacher Sroup was needed.

L]

PAFulToxt Provided by ERIC




PART 11
Improving Professional Practice

+

{ The first of the three areas to be considered in planning for effective
school change involves people—those persons directly-engaged in
educating stﬁdentsr and even teachers of these teachers. All must be

mponsive to the needs of the various communities affected by and

t

eracting with the educational system. All must employ recent
* research findings in human learning processes, communications,
and instructional strategies. All must utiiize products of technology.
All must seek processes to help themselves remain relevant.
Everyone has a perception of what a teacher is and expectations
for appropriate teacher behavior. Yet teachers, like all pther human
beings, change and develop as individuals. Several questions are
relevant in considering changes in staff development that focus di-
rectly on changing people:
eWhat sets of people are part of the professnonal staff develop-
ment programs at one time or another?
oTo what extent are people from éach of these sets knowledge-
able about the program, and committed to it?
eols there a training program for all progrdm personnel
{teachers, administrators, university faculty, interns, program
staff)?
®Are opportunities for self-assessment availlable?
‘®What communication system links staff with staff; staff | with

-
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students: personnel from one institution with those from
another?
®By what process is professionalism encouraged?
®|s there a due process or appeal system related to the training
system avcailable and knawn to staff? ]
®in what ways are program decisians {group duclsmns] related
to the issue of academic freedam?
Difficult as changing peaple’s perceptions may be it remains the
critical task. Pragrams far improving stoff development cannot rise
above the campetence af those deslgning and implementing them.
" Achieving the critical mass af changed behaviar sa as ta tip the scale
firmly in the direction of change is the goal. C}




CHAPTER THREE
Reflections on Adult Development:
Implications for Inservice Teacher Education
Reynold Willie and Kenneth R. Howey

We believe that one of the cormersiones of effective staff develop-
ment is adult development. We believe that adult development not
only suggesits but demands an expanded concept of teacher educa-
tion. From this perspective. we would like to present.to the reader a
brief review of adult development. suggest six themes which seem to
pervade the lives of adults, and indicate some implications of those
themes for inservice teacher education.

What are the goals of continuing education? Numerous scholars
have examined needs of specific prefessional groups to arrive at an
answer to this question, but Houle (1967) examined needs of profes-
sionals in general and identifigd four broad areas which he felt were
important to all who are cofterned with their renewal. Practicing
professionals need: (1} to keep up with new knowledge related to
their prafessions: (2) to establish mastery of the new conceptions of
their own professions; (3) to continue study of the basic disciplines.
which support their professions; and (4) lo grow as persons as well
as professionals. . .

The first need listed is probably the most readily recognized and
receives the major share of attention given to continuing profes-
sional education. The second is closely related to the first because
role changes often demand knowledge and skills different from
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those previously ruquired. Some climges might evon raquire that the
professional address fields of knowledge totally new to him. The
third need. to study disciplines basic to the profession. can he ig-
nored by the professional only at the risk of transforming himself
into o technician without the knowledge to generate now altorna-
tives in solving preblems. All three of these neods have been almost
universally recognized as genuine and valid.

Teachers. like protussionals in other areas. are greatly affected by
changes in these three broad areas identified by Houle, New knowl-
edge. for example. nust be screened for its applicability to a cur-
riculum recently angmentad by such conrses us maral education.
drug education. sex education. intercultural and multicultural edu-
cation, and death education. Such curricular content implies noew
roles for teachers~counselor. bohavioral analyst. social worker,
dialectician, among others—with attention not only to such tradi-
tiontal subjects as literature and history but also to such interdisci-
plinary areas as social and en vironmental psychology. Knowledge of
these is essential if a teacher is to attend intelligently to such factors
as social groups. use of time and space. and biological change in the
student and its effects upon learning goals. The fact that those re-
sponsible for teacher education. often at the preservice level and
invariably at the inservice level. have paid-but superficial attention
to such basic disciplines and to unifying theoretical frameworks has
lent credence to the charge that many leachers have indeed been
transformed into technicians.

Houle's fourth need—the need to grow as a person as well as a
professional—includes those kinds of activities which widen and
deepen interests. He illustrated the need with the following state- -
ment: " A dgctor may study ‘music. a lawyer may paint. an architect
may read poetry. a dentist may lead greal books discussion gRbups.
and an industrialist may photograph hummmgblrds McGlothlin
{1972) shared a similar perspective:

- only as the practiring professional grows as a person con he
draw eosily from the experience and knowledge of other profes-
sions to odd to the significance of his own. If he works only
within the established boundaries of his own profession. he will
find it impossible to formulate solutians for problems which. cut
ocross professions ond disciplines. laughing ot the ortificial
distinctions 1which men hove made jn clossifying knowiedge

&
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aid conducting research. None.of onr mojor problems—world
peace, racial harmany, equal justice, universal apportunity in
education, employment. and health. urban living of sgtisfoctery
quadity —none of these problems can be solved by a single pro-.
fession or o single disciplive, ft seems to have taken engineers
sone years to discover that four-lane highways have impaocts on
other lives thon thase of aotomohiles , . .. '

‘Thus. we have persanal growth activities justified as essential ta
intellectual vitatity and emotianal fulfillinent in the former cotffext
and as requisite to the confrontatin of issues and problems cutting
across disciplines in’the latter cantext. Notwithstunding its de-
sirshility and essentiality, mast professional groups. including
teachers. have nat formally sccepted personal growth cither as part
of the relicensure or recertification process or as experiences ac-
creditable for emplayment or salary wdvances. There are many rea-
sons for this, not the least o hich is that other forms ¢f develop-
ment are seen as more central to the professionnl role and hence
more essential. :

There is still another dimension of the person which may not be
ignored if we are tq.achieve authentic forms of teacher education.
That dimension is adult development. a concept which we view
quite differently from adult growth. H creates a fifth need—the need
to understand the interaction of physiological. psychological, and
social aspects in human development and the impact of that interac-
tion upon one’s self and the people one serves. Some writers (Stens-
land. 1973; Hughes. 1958) have suggested that the basic: justification
for a profession is service to others. This is surely true of teaching.
Such service demands an understanding of both others and self. In
this chapter we wish to expand upon the concept of adult develop-
ment and present the argument that this dimension of the profes-
sional interacts with and. in fact. shapes attitudes and behaviors in
the four arcas noted by Houle. Reviewing several theories of adult
development may help to vxplain the validity of this emphasis.

-

Adult Development

Some facets of adult development (arbitrarily stated here as that
portion of human development which takes place. after the indi-
vidual is bevond eighteen years of age) are frequently easy to de-
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seribie but rarely cisy to explain. Most of ns observe bits of adult
behavior and impese an vrder upon lhem, sn order which may be
wniquily ours but which nonetheless helps us predin:t what otbers
will da and, in . helps s select our own behavior. Tn doing sn,
»wir are @angaging in g kind of theorizing about adult behavior,

‘Bisczhal (tu69] stated. for ux'amplﬂ. that “‘developinental .
psychologists labor under the difficulty of not following. or knowing
exactly what is. their thl-urolu al base.” Fle suggested that-at least
twilve possibilitics exist for thllr\’ formulation in stadying d-
Velopmental aspects of adults, among them o stability theory
snggesting that age produces stability; a life span theory suggesting
that as the adult progresses through a life span, the individual's
goals become easier to identify and define and may reduce in
number: a reversal theory suggesting that the life cycle would re-
verse itself during the later years with adalt personality regressing -
through an antique form of adolescence and falling into second
childhood; a need*hierarchy theory suggesting that human aging
will correlate positively 1o fulfilling the needs put forth by Maslow:
and a masculineffeminine theory suggesting that males and females
begin life uniquely homogeneous in behavior and manner, en-’
counter the greatest differences in the middle years of life-and be-
come uniquely homogeneous again in later years. _

Chickering (1974) divided adult development. theories into two
basic groups: developmental stage theories and developmental age
theorie.. Theorists tend to develop concepts and systems of relation-
ships consistent with their own orientations so that those developed
by a psychologist, for example. will differ from those developed by a
sociologist or a biologist. Consequently. stage and age are elusive
concepts and deserve some attention here. however brief.

Developmental Stages

The Swiss psychologist lean Piaget evolved a system of stages
which Kohlberg (1973} defined rigidly. drawing upon Piaget's.
writing for 8eneral characteristics: -

1) Stages imply distinct or qualitative differences in structures
{modes of thinking) which pefform the same function {e.g..
intelligence) at various points in development.

2) Different structures form an invariant sequence. order. or
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succession in individual development. Although factors may
accelerate. slow. or stop development. the sequence does not
change.

Each of the different and sequenlnal modes of thought forms a
structured whole. A response on a task does not represent a
specific response determined by familjarity with that task or
tasks similar to-it. The response presents an underlying
thought organization.

Stages are hierarchical integrations. Slages form an order of
increasingly differentiated and integraled structures to fulfill
a common function, Higher slages remtegrate the structures
found at lower stages.

Kohlberg's notion of stage involves changes in quality. compe- -
tence. and form rather than in quantity, performance. and conltent as
one moves from one stage o another. Structural stages tell less about
what information a person may possess bul more about how he ig
using that information: less about what a person is performing but
more about how he is performing; and less about whet he is thinking
but more about how he is thinking.

While Piaget and others pioneered investigation into the struc-
tural stages of cognilive development in children, it is only recently,
especially in the last decade and a half, that another generation of
scholars has searched for the existence of structural stages relative to
various dimensions in the development of adults. Using the struc-
tural stage model. theorists have focused on different aspects of the
person. Kohlberg proposed a scheme for moral development:
Loevinger and Wessler (1970) for ego development Harvey, Hunt,
and Schroder (1961) for conceptual systems development: and Perry
(1970} for intellectual and ethical development. Other schemata
have been developed and still others are being proposed.

The notion of structural stages has greal implications for the ;
teacher. All teachers in a given school and grade level. for example. ;
may select the same social studies textbook but likely use it with/
considerable variation. For one teacher if may be the basic source of
information. material 1o be mastered. Instruction converges toward’
priori arswers. For another teacher the text may be but one of many
sources of data representing opinions and positions which must be
debated. criticaly tested. and. al best. seen as tentative. This ié not
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just @ matter of personal preference. The developmental level of the
teacher (and. we might add, of the author of the text) may well
provide insight not only into how one is teaching but also how ane is
able to teach, We suggest that developmental stage theory can be
helpful to a teacher not only in understanding students’ behavior but
also in understanding his or her own instructional behaviar.

The cognitive stage model developed by Harvey. Hunt, and
Schroeder (1961). ane of the first models developed. and an excel-
lent example of structural stage theory. is concerned with the pattern |
of beliefs. attitudes. and values through which one interprets experi-
ence. L.earning is defined in terms of how conceplts are acquired—
the rationo! precessing of information. Concepts themselves func-
tion in an interrelated fashion and identifiable conceptual systems
evolve through which information and experience are filtered and
cvaluated. Levels of conceptual development are differentiated
primarily by degrees of abstractness as opposed to more concrete
functioning. Four conceptual stages are posited in which the indi-
vidual (1) is viewed as basically self-centered with an orientation
toward ¢xternal causality and ‘the primacy of concrete rules: (2) ¢can
examine himself apart from external standards and conditions: (3)
moves to an even maore personal introspection: and (¢) finally
achieves a more integrated and truly independent set of internal
standards which may or may not coincide with cultural norms and
external pressures.

More abstract or advanced conceptual systems have been associ-
ated in a number of studies (Hunt. 1971: Joyce and Weil, 1972) with
crealivity. greater cognitive flexibility, a wider range of coping be-
haviors. and a greater taolerance for stress. Evidence suggests that
continuing teacher education should focus on schemata designed to
promole more positive psychological growth in terms of increased
cognitive complexity. ‘

Developmental Ages

Structural stages of development are not «ge related. While he
carefully refrained from relating a -moral development stage to a
specific chronological age range. Kohlberg acknowledged that his
data indicate that no adults have reached the higher twa stages of
moral development befare ages 23 and 30 respectively. Yet there are
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others who have advanced conceptions of adult development that
are age related. Chickering {(1974) noted that ''some researchers take
chronological age as a major variable and search for general orienta-
tions. problems, developmental tasks. personal concerns or other
characteristics associated with particular periods.”

Age theorislts are interested in determining if there are concerns.
problems. and tasks which are commen to most or all adults at vari-
ous times in their lives: in explaining why those concerns, problems,
and tasks loom more prominently at one time of life rather than at
another; and in describing how they affect adult behavior. Birren
(1964) wrote: "Age is a useful and powerful index in classifying
large amounts of information—knowing an individual's chronologi-
cal age. one can make a number of predictions about his most likely
anatomical. physiological and psychological and social characteris-
tics.” Le\r’in_soﬁ et al. (1976) wrote of "generating and working with
hypotheses concerning relatively universal, genotypic. age-linked,
adult developmental periods within which variations occur.”

Age theorists use the term stage in a manner very much unlike that
of stage theorists such as Kohlberg. The term does not have the rigid
and precise meaning that Kohlberg attached to it. Since age theorists
do not accept the notion that differences exist in structure or quality
from one stage to another or that stages are hierarchical integrations.
they are much less discriminating in their employment of the term. -
Other commonly used terms are life periods, pasitions, passages.
transitions. and life course.

Many theorists are searching for age-linked developmenlal
periods. Levinson et al. (1974, 1976, 1978) identified periods of
transition in the lives of men and detailed the paths which people
follaw. e.g.. leaving the family, getting into the adult werld, and
settling down. Gould (1972. 1978) projected a similar set of slages of
life and Sheehy (1974. 1976) popularized the notion of age-linked
behavior called passoges.

While Chickering suggested that there are two major lines of in-
quiry into adult development, not all writers can be classified in this
manner. Two who do not fit easily into stage or age theory are
Neugarten and Erikson. Neugarten (1968) stated that time rather
than age is the critical variable in adult development. She wrote that
age does not explain nor does it predict behavior well. The timing of

=
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life events. on the other hond. provides some of the most powerful
cues to adult personality. Our society is age graded and people learn
to do what is expected of them at any given age. Psychology of
adulthood is the psycholagy of time. In a strict sense, Neugarten
cannot he describied ag on age theorist but. since she focused moré
clasely on the roles of age and-time in adult development rather than
an structural, qualitatively different stages through the life span. her
work appesrsmore compatible with that of Levinson and Gould than
it does with that of Kohlberg and Loevinger.

Erikson (1450, t963) has had a profound influence on more recent
developmental psychologists. He charted the course of personality
development hy postulating eight universal stages of psychosocial
growth with each stage representing a major crisis faced in the nor-
mat course of life. Each crisis calls for a central developmental task.
The sequence——and the polar aspects—of the crises are (1) lrust ver-
sus mistrust. {2) aulonon'ny versus shame and doubt. (3) initiative
versus guilt. (4) industry versus inferiority. {5) identity versus role
confusion. {6) intimacy versus isalalion. (7) generelivity versus slag-
nation. and (8) ego integrity versus despair. Although the sequence
forms a logical series.of stages. the stages are not hierarchical and
therefore do not meet Piaget's and Kohlberg's notions of stage.

Adult Development and Teacher Education

Conceptions of adult development have all but been ignored in
teacher education programs. Yet the consideration and inclusion of
what is now known about adult development in both preservice and
inservice education could prove to be most beneficial. An under-
standing of theories of development—both stage and age—can be of
help to teachers in several ways. For example, it appears that
teachers at more advanced stages of conceptual development as de-
lineated by Hunt {1971) demonstrate a number of desirable teaching
hehaviors more often than do teachers at less complex stages.

It should be noted that the majority of adults, including teachers.
assessed in terms of the conceptual levels described by Hunt. are at
the less complex stages. i.e . Level [ and transition to Level i (Hunt.
t971). In recognition of thal situation, Hunt and Sullivan {1974).
$printhall and Sprinthall {1980). and Santmire (n.d.). among others,
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developed teacher education activities using developmental
psvchology as the conceptual framework. They contend that each
developmental stage has its own characteristics which shape how
thinking occurs and that certain requistties must be acquired before
an individual can easily move to the next stage. Thus. they matched
educational environments with the current stage characteristics of

" an individual to facilitate the acquisition of more complex teaching
behaviors. This kind of teacher éducation is in its infancy but de-

" velopmental psvchologists immersed in structural stage theory may
well provide us with crucial insights into the types of instructional
environments needed for certain types of learners to reach certain
typus of goals.

On the other hand. those concerned with age-related dimensions
of adult development appear to have much to suggest which would
also prove heneficial in the design and implementation of inservice
teacher education programs. Assessment Of teacher needs has typi-
cally been a superficial as well as a narrow process. It has been based
largely upon self perceptions by teachers of their "deficits” relative
te school curricula and instructional methodology. Scant attention
has been given to diagnosis of the school as an organization or the
teacher as an individual with personal concerns. {t is to teachers’
personal concerns that we wish to devote the remainder of this
chapter hecause we believe consideration and inclusion of them in
inservice planning will lead to programs which will accommodate
the individual teachers better than existing ones do.

Adult Concerns and Adult Development

Some observers believe that turmoil and crisis occur in the lives of
men and women on a fairly predictable schedule (e.g.. the mid-life
crisis): others believe that they occur around unpredictable common
events (e.g.. the death of a spouse). Scheduled or unscheduled. the
turmoil is often deep enough and the crisis severe enough to prevent
full functioning in both personal and professional life. The content
of thought at the time of turmoil and crisis. we believe. is likely to
fall into one or more of six broad. sometimes overlapping. areas.
These areas are like threads which run through one's life and have -
great potential for altering behavior. These areas include reaction to «
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physiological change. search for intimacy. interaction with life's
work. quest for meaning. development of one’s sexuality, and ac-
ceptance of termination. }i

Reaction to Physiological Change

Aging has two commonly accepted meanings. In one sense aging
is a physiological process beginning at conception. continuing
across the life span. accelerating with increasing chronological age.
and ending only with death. In this usage. aging includes not only
the deterioration of later years but also the development of earlier
years. In another sense aging is eqt&ivalem to growing old and is
used to describe aply the later years in the process noted im-
mediately abové.ﬁhis usage the term is without pracise definition.
The body of literatdre on physiological chenge across the life span is
enormous. Certainly, information with potential impact upon con-
tinuing professional education can be drawn from it.

Research so far has failed to identify satisfactorily the causes of
physiological change across the life span. A variety of theories have
been proposed. They range from those suggestmg that change is
genetically programmed {hereditary factors), through those
suggesting that factors external to the individual determine longev-
ity (environmental factors such as quality of air breathed. and type of
food eaten), through those suggesting that tissues wear out with time
and constant use or that malfunctions in cells lead to cell death
(physiologocial factors).

Changes of particular concern to us in the teacher education con-
. .text occur in the senses. the muscular-skeletal system. and the cen-
tral nervous system.

Four of the five senses—vision. hearing. taste. and smell—show
age-related decline in competence. Ability to focus on a close object
(accommodation). to see clearly at a distance (acuity). and to see
under dark conditions (adaptation to darkness) all decrease with age.
Ability to hear sounds in all frequency ranges and particularly in the
higher frequencies also decreases with age. Ability to taste and smell
decreases as taste and smell receptors deteriorate.

Some muscles of the body, the voluntary or striped, give move-
ment and appearance to the body. These decline in mass and are
replaced by fatty tissue. Beginning in the late twenties or early thir-

-
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ties. a decline in strength may be noticed. Other muscles, the in-
voluntary or smooth. regulate bodily functions and change aonly
tninimally through the life span. Bath heart and lung efficiency de-
crease through the years but the josses may be caused by factors
other than muscle strength. Bones become more fragile. less elastic.
more ljkcly to fracture. and slower to heal with.Jhe passage of time.

The speed of the functioning of the central nervous system de-
creases with age. Tests of reaction time do show a slowing of func-
tioning but clear evidence does not exist to explain why slowing
occurs,

Long and Ulmer (t972) divided physiologicaf change into two
types: private and public. Private changes are-those which are inter-
nal and which may not be detected without the use of sophisticated
tests. Examples of private changes given by Long and Ulmer include
hormone alterations and brain shrinkage. Public changes. on the
other hand. are those which are external and which are easily de-
tected by others. Bischof (1976) noted that the most apparent exter-
nal or public changes occur in face. figure. and skin texture. Hair
becomes gray. thin. or lost; the skin becomes wrinkled, dry. pale.
less elastic. and spofted: gait changes and movement slows: the
voice loses some of its timbre and quality: and the body decreases in
height and increases in weight.

Both private and public changes can have prefound effects upon

. the teacher and therefore have implications for the design as well as

the content of inservice education. Because speed and strength de-
cline with age. most teachers cannot perform some tasks as quickly
or as well as they once did nor can they stay at them as long. Yet we
persist in condueting most inservice at the end of the school day .
when the physical resources of all teachers. and especially older
teachers. are spent. Little wonder then that under these conditions
inservice has been described by Flanders (1963} as. a gigantic spec-
tator event! Despite its importance. inservice education is still seen
as an after-hours activity basically separate and apart from the job of
teaching rather than an activity integrated and embedded in the job
[Howéy t976).

Public physiological changes may have even grealer consequences
than private changes because they may seriously distort the self-
concept. Teachers may be subject to this source of stress more than
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other professionals because of the environment in which thay wark.
Consider. if you will. the effect of a deteriorating appearance accom-
panying the aging process. as described earlier by Bischof, on a
"teacher who year after year faces a continuing wave of youth.
Teachers spend the larger part of their waking hours in a waorld
populated by young people who serve as sharp contrast and constant
reminders of the passage of one's ewn time.

Changes such as the above rarely result in any role alteration or
modification for teachers. Neither have analysis and discussion of
these changes appeared as content for inservice education. Oppor-
tunities for individuals to learn about the aging process in adults as
well as children and to share .with one another changes in them.
selves and the effects of those changes on their work are rare in the
content of continuing professional development. Nonetheless. to put
it simply and straightforwardly: How 1 feel. evén how I look. greatly
affects what I do. This dimension of developn.ent cannot continue to
be divorced from continuing teacher education'. <

Search for Intimacy

What is intimacy? Some people. most notably writers of the

popular press. easily provide meanings for the term; others, par-
" ticularly theorists and researchers, only hesitatingly approach it.

Erikson (1950. 1963}, addressing the concept and buildingaround
it his sixth stage of man. postulated that when the young adult
emerges from his search for identity he is eager and willing to fuse
his identity with the identity of others, i.e.. to develop intimate re-
lationships. He described intimacy as the capacity of an individual
to commit himself to concrete affiliations and partnerships and to
hold to the commitment even though it may call fof significant sac-
rifices. To Erikson intimacy is ideally achieved in relationship with
one of the opposite sex.

Newman and l\iewman (1975} defined intimacy as including “'the
ability to experiefice an open, supportive, tender relationship with
another person. without fear of losing one’'s own identity in the
process of growing close.” They stated that intimacy.is generally
established within the context of marriage but that marriage. by
definition. does not produce it. Lowenthal and Haven (1968) stated
that there are other viable forms of intimacy which are not necessar-
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ily experienced as substitutes for. or supplements to. a stable
heterosexual relationship. Many people not in the psychoanalytic
tradition concur with them. Lowenthal and Weiss (1976} described
interpersonal intimacy as a complex concept. both theoretically and
operationally. They stated that the major components in an intimate
relationship include similarity. reciprocity. and compatibility.
Kimmel (1974) described an intimate relationship as one in which
an individual is able to confide in someone or talk about oneself and
one’s problems. Bischof (1976) used the noun form of intimate as a
synonym for friend and the adjective form as a descriptor of friend:
Though they may define the term differently, all agree on its im-
portance. : -

Angyal (1965) stated that establishing and maintaining a close
relationship is “the crux of our existence from the cradle to the
grave.” Nouwen (1969) wrote that the struggle for intimacy has be-
come the struggle of modern man. He wrote:

We probably hove wondered in our mony lonely moments if
there is a corner in this competitive. demanding warld where it
is safe to be relaxed. to expose ourselves to someone. and to give
unconditionally. It might be very small and hidden. But if this
corner exists. it calls for o search through the complexitites of
cour human relationships in order to find it

Lowenthal and Weiss (1976) noted that histories and case studies
and clinical, personal. and observational experiences all attest to the
fact that the aVailabilig of an intimate other can help ease one .
through stressful periods of life. Both Jourard {1964) and Taylor ..\_//
‘{1968) noted that men, less likely to have confidants than women,
“probably experience the shorter life expectancy of”w two sexes for
the very reason that they are unable to disclose themselves inti-
mately to others. '
Lowenthal and Haven, in their study of intimacy in a group of .
people aged 60 and older, found that maintenance of an -intimate’
relationship (confidant} served as a buffer against social losses such.
as reduction of social interaction bécause of loss of role. Participants
in the study who had a stable intimate relationship were less likely
to be depressed than were participants who lacked this relationship
even after such a significant loss as the death of the marriage partner.

L
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Erikson (1950) stated that the danger of the sixth developmental
stage of man (isolation) is the avoidance of a commitment to inti-
macy, Lowenthal and Haven. while acknowledging that same who
have been isolated all their lives may indeed possess good mental
health. concluded. ** We are reminded once more of Angyal’s guiding
thesis.«that the maintenance of closeness with another is the center
of existence up to the very.end of life.”

The paucity of references to the quality. depth. or reciprocity of
personal relations in social science literature may reflect a paucity of
close and personal working relationships in the social sciences.
Certginly this is characteristic of most teaching situations. Despite
the large number of interactions with students each day. teaching
has been characterized as a lonely profession. The ability to experi-
ence open..supportive even tender relationships not only with stu-
dents but also with colleagues, we believe, is essential to good
teaching. The need to enhance such relationships has direct impli-
cations for both the design and the content of teacher inservice edu-
cation. .

Qur relationships with others and the manner in which thosa re-
lationships shape our own development should be central to the
study teachers etigage in. We suspect that reciprocity. self-
disclosure. and mutual respect are essential ingredients in most au-
thentic forms of teaching and learning, However. most of what we
currently refer to as inservice is characterized by sterility and lack of
personalization. Highly ritualized and formatized roles of teacher
and student—even though the students are adults and teachers

. themselves—often predominate. '

The very essense ofteacher inservice education is viewed hereas a
team or small group of teachers who work together on a continuing
basis. who have developed a sense of mutual trust and respect. and
who are able daily to provide oné another with accurate, precise. and
humane feedback about their behavior in the classroom. Inservice
education should be a natural. on-going process which, in an atmo-
sphere of respect. admirptiph. and. yes. even love, fosters coopera-
tive probl2m-solving. curriculum development, and exploration
with the art and science of teaching.

\Ve do not believe that this is mere sentimentality. If intimacy is a
major developmental task of adulthood. and if the struggle for inti-
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macy is the struggle of modern man. then continuing education
must address this very basic need.

Interaction with Life's Work

Entry into full membership in adult society ordinarily demands
economic self-support. For most of us economic self-support must be
interpreted as work. Work is no small part of the average person’s
life. Brim (1976) noted that work still takes the largest single per-
centage of one’s waking hours. 5\

Ginzberg et al. (1951) hypothesized three chronological time
periods related to vocational choice: ages 6—11, fantasy; ages 11=17,
tentative; and ages 17 and over, reality. In the fantasy age. the child
most often talks of occuptations which are the most familiar or the
most glamorous to him. There is no match between the abilities and
interests which the child holds and those the occupation demands.
In the tentative ages. abilities are recognized and a variety of occu-
pations are considered and rejected. In the reality ages, the desires of -
the individual are compromised with the reality of life and the indi-
vidual begins his life’s work. .

To Erikson (1963) entry into the adult occupational role. as well as
entry into the parental role, identifies the beginning of the siage

* generativity versus stagnation. He wrote, ""and indeed, the coricept

-generativily is meant to include such more popular synonyms as
productivity: and treotivity, which however cannot replace it.”
From their studies of forty adult males. Levinson et al. {1974, 1976,
1978} proposed a series of life periods: (a) Getting Into the Adult
World covers the period from the early 20’s to the late 20's. A major
developmental task of the period is to form an occupation and make
an initial commitment to it. (b) Age Thirty Transition includes the
four- to six-year period around age 30. The transitional period pro-
vides an opportunity to modify or drastically change the eccupation
formed in the preceding period. {c) Settling Down describes the dec-
ade of the 30’s. The task of the period is to build a more stable life
structure. The individual invests himself more in his work This
involves. “‘planning. striving. moving onward and upward. having
an inner timetable that contains major goals and way stations and
ages by which they must be reached.” BOOM (Becoming One’s Own
Man} is a time of peaking and culminating of the Settling Down
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period and serves as a connecting link to lhalfolloivlng period. (d)
Mid-Life Transition includes the years around age 40. The tasks of
the period are to reappraise and modify the life structure of the lete
30', to rediscover important but neglected parts of the self, and to
make new choices which provide the basis for the life structure of
the next period. Performing the tasks may involve considerable tur-
moil. The authors proposed that “the sense of disparity between
‘what I've reached at this point’ and ‘what ! really want' instigates a
soul-searching for *what it is Lreally want.” " (e) Restabilization and
the Beginning of Middle Adulthood becomes a period beginning in
the mid-forties. The authors portrayed the period as one with possi-
bility for developmental advance and of greai\hreﬂl to self. Levinson
et al. assume thit there are fyrther periods but their study ended at
this point. The centrality of one’s work in this schema is obvious.

Bischof (1976) stated that the occupation.becomes the individual’s
way of life and directly affects the clothes he wears, the way he
walks. the speech patterns he uses, and the friends he has. Neugarten
(1968) wrdte that men percelved a close relationship between life-
line and career-line.

The observattons—both formal and informal—of these and olher
theorists. researchers. and writers consistently affirm the importance
of work in the lives of people. Brim (1976} summarized it well when

he wrote:

Thé search for self-esteem—to pe valued by athers who matter,
und to be velued by oneself; to feel in control of the world, one's
life course. time. and self in its valugs and behavior; to believe
one is distinctive. unique even, that ane accounts for something
special in the common pilgrimage of man: to sense personal
growth and development so that one is something more than as
a week ago—the pursuit aof these and other elements in the
s'ummarv sense of self-esteem pervades the work of most people.

And later: “The aspirations in life that men set for themselves are
primarily expressed through the institution of work." ,
There is increasing evidence that the status of teacher is di-
minishing not only within the larger public sector but alse within
the ranks of teachers themselves. ‘If the relationship between
career-line and life-line noted by Neugarten does exist. the status of

the teacher as 8 person is probably also diminishing.
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We can advance a number of reasons for the diminishing status of
teachers. Perhaps the major reason.is simply that the public has
placed unrealistic expectations on teachers who. in many contexts,
must work with inadequate resources or that. the pub'ic has placed
unrealistic expectations on gll students to achieve what a few yegrs
ago only a select numbar were expected to achieve. Whatever thg
causes—and they are surely many and complex—the profession
must redesign the job of teaching so as to satisfy the publics which it
sorves as well us to satisfy the basic developmental needs ‘af the
person who occupies the role. Inservice educallon can assist in that
major task. ’

Historically. inservice education has assumed a reactive, teacher-
deficit stance. The focus has been on a concept of schooling that has
one teacher responsible for twenty-five or more learners at any given
time. When problems occurred. as they must in this context. remedi-
ation was focused upon the individual teacher and addréssed what
he or she could do to improve the curriculum or enhance learning
for the pupils. The teacher in this scenario was viewed as a reservoir
of techniques and inservice education as an additive process
through which the number of techniques was increased. The situa-
tion rerrmins with us to the present time. In the plethora of today's
needs. such as improving discipline. mainstreaming. building the
basics. and the like. the phrase "life’s work” seems foreign. Yet a
recent survey of classroom teachers in a large metropolitan area re-
vealed teacher interest in exploring their own coreer progression or
career change was just as great as their interest in learning teaching
techniques (Willie and Kummerow. 1979). Teachers are concerned
wilh a sense of career and life work even if inservice programs are

. We suggest that the development of career profiles and in-
Lreased opportunities for changé in roles over timg—consonant with
changing aspirations and life goals—ls excellent gontent for inser-
vice education.

Development of One' s Sexuahly

+

What we hold to be true about human sexuality is often steeped in
myth. One of the big myths is that at sdme point in our lives we
complete development of our'gexualily. Many. if not most. of us do
in fact struggle with it throughout our entire lives.

Studv of sexual behavior is of relativély recent origin. To Freud is
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attributed much of the early work. But two sets of prominent works
have become staple items for hoth professionals and lay public; Kin-
soy and associates’ Sexuad Behavior in the Human Male (1948) and
Sexnal Behavier in the Human Female (1953) and Masters and
Johnson's Human Sexua! Response (1966). Despite the mass of data
presented in these works, Bischof {1976) nonetheless cautioned that
we really do not know how adults behave sexually in fantasy or fnct
but rather that we do know the responses of small groups of people
who serve as subjects in investigations of sexual bshavior.
Cashman* has noted four periods of sexual development: (1) pub-
ertv and post-puberty. (2) sexual socialization, (3) middlescence. and -

(4} old age. The first period. puberty and post-puberty. is the begin-
ning of adulthood. It is characterized by uncertainty—uncertainty
about body changes. about thoughts and feelings. and about be-
havior. The period is frequently described as one of turmoil. The )
second period. sexual socialization. is one of relative stability simply
because the individual is so busy. Participation in aclivities related
to family and to the job occupy much of one’s non-sleeping hours.
The individual has little chance to worry about sexual role identity
in this period. [n the period middlescence. which-we focus on here,
an important adult transition takes place. Perhaps Neugarten's
(t968) time-left-to-live becomes so compelling and urgent that
problems conceived and developing in earlier periods can no longer
be ignored. Whatever the cause. many people believe this to be a -
very troublesome period with perhaps even ‘more turmoil than that
‘of puberty. Cashman suggested four kinds of behavior which might
signal the period as a troubled one: (1) higher incidence of alcohol
and other drug abuse: (2) greater frequency of mental illnesses; (3)
higher participation in out-of—character activity; and (4] participa-
tion in :.exual adventures.

_For some time now we have acknowledged the unique problems of
youth relative to sexuality. Youth—especially those years sur-
rounding puberty—is marked by uncertainty about body changes.
thoughts and feelings. and behavior. It may be a time of turmoil as
individuals grapple with these concerns. Those who afe their

P . \al
*From g lecture by Professor Paul Cashman 1 a class in adult development ay the
University of Minnesola, Fall." 1976,
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teachers often take on new meaning for them. Teachers bf the same
sex serve as models for behavior and teachers of the opposite sex
become the focus of crushes. Most teachers are prepared to accept
these new roles thrust upon them by young students. They them-
selves have experienced this stage in development: they have read
about it: they have studied it in their psychology classes; and they
may have observed it in their own children. 1f Is very public and
much of what takes place is acknowledged by teachers as well as
ather adultd simply by a knowing smile or a wink of the eye.

Dramatic changes also occur in later adulthood. although the
changes may not be so public. Coping with the signs of aging is
especially difficult in a youth-oriented society such as ours. Some
women. kaluger and Kaluger (1974) reported. become especially
interssted in youth. They imitate their ways of thought and dress.
The: want to be admired and loved by young men. Others turn to
drugs. find '‘loving” men. or become depressed. Pikunas (1976)
stated that prior to menopause. a considerable number of women
experience increased sexual preoccupation. He wrote:

Many women explore new cross-ossociation, ond some enter

into sex-related qctivities in order to “moke up for lost time.”
Ervtic excitability aond decreased self-control permii vivid
symptomaltic behavior. Feors obout growing old and loss of fe-
minity compound emaotional behovior. After menopause, be-
havior and self-reliance rise and are maintained for o decade.

Most writers agree that there is not a physlological change in men
comparable to that in women. Yet the psychological reaction in men
is as great as or greater than it is in women. Kaluger and Kaluger
{1974) stated that some men have almost neurotic reactions to mid-
dle age. These men do not want to be old and. like some women, try
to look and act very young. Some, they nated. shed their wives and
martr¥ women much younger.

In', summary, therapists report that uncertainty and concern are
expre‘;ssed by wamen during their late thirties and forties and by men
during their late forties and early fifties. vears in the lives of profes-
sionals which should be among the most productive and satisfying.
We must conclude that teachers follow the course of other adults.
Thev may have observed problems of others. they undoubtedly have
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read about them in the popular press, and they may well experience
concerns themselves. We cannot afford to have two sets pof
people—men and women, youngsters and adults—working so
closely together in so important an enterprise as education going
through developmental stages about which they often have minimal
knowledge. Fortunately, we have adopted sound sex education pro-
granms in many of our elementary and secondary schools. We suggeslt
that studies in adult sexuality would be a most beneficial addition to
the continuing education of teachers as well.

The Quest for Meaning

The search for meaning, for purpose. Is a commaon activity in our
culture yet it varies both in direction and in extent from one person
to another. The direction of the search is ordinarily directed toward
both the cosmic and the terrestrial. The individual seeks meaning in
a divine cosmic scheme and in his particular life. Most individuals
appear to find meaning in the cosmic sense and in their particular
lives; sonie find meaning in the cosmic sense but not in the terres-
trial sense; some find their lives meaningful but reject the cosmic
scheme; and a few find meaning in neither.

The extent to which the person carries on the search may be very
limitet! or very great. Some people appear to find meaning quickly
and easily and hold to it throughout their lives: others spend a
lifetime on the search and still find no meaning.

Mast works on aging characterize old age as a period of introspec-
tion about the meanirg of one's life. Indeed. Erikson’s (1950) eighth
stage. integrity versus despair. by ils very title seems to demand a
search for meaning. Integrity “is the acceptance of one’s one and
only life cycle as something that had to be and that, by necessity.
permiited ho substitutions . .. .” Butler (1968) postulated “the uni-
versal occurrence in older people of an inner experience or mental
process of reviewing one’s life.” He called this process the life re-
view. Kimmgl (1974) suggested. however, that introspection about
the meaning \of life may not be highly salient immediately before
death in old age but instead "*may be more salient when death is not
at the doorstep (so to sp‘eak}. and when our interest in life is high—
for example inllate middle-age when the imminence of death is not
uponus....” \ ppol:( qf this position is also found in the studies of

1 .
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the middle-aged by Neugarten (1968). She wrole: "We are im-
pressed. too. with refiection as a striking characteristic of the mental
life of middle-aged persous: the stock-taking. the heighlened intro-
spection. anil above all, the structuring and restructuring of experi-
ence ...." Introspection about the meaning of life may also be
prominent ih early adulthood. In fact. it is quite likely that the search
for muamng or purpose is a universal occurrence in adults of all
ages.

We do not believe that an inservice program can provide much
meaning or purpose for an individual who has found little meaning -
or purpose in life. We do believe that inservice education can in-
crease job satisfaction and that much of the introspection about the
meaning of life centers on the job and its satisfactions. _

Job satisfaction has been studied in a variely of ways in a variety of
contexts. The basic conditions which contribute to satisfaction are
remarkably similar across occupations. geographical areas. and
cultural groups. Terminology varies from one study or survey to
another but common ingredients in job satisfaction include security.
respect and recognition. clarity. autonomy. opportunity. ownership.-
support. and a sense of efficacy.

These studies suggest content for inservice programs but. perhaps
even more impartantly. they suggestdquestions which should be
askecl about every inservice activity. The following are examples of
such guestions.

ol the participants have a sense of securily? [s the activily
offered in their environment? Are the instructors known 1o
them? Do they know the criferia for evaluation?

e\Vhat recognition will be given to teachers as a result of par-
ticipation? A new title? Publicity about their participation and .
achievement? Commendations to the community? ‘

®\Vhat measure of autonomy do teachers have? Was the activity
planned and is it being conducted under shared (‘énlrol" Have
teachers been involved in deciding the whal when. where,
and why of the activity?

ols npportunity provided for participants to apply in lh(,\( lass-
room what is learned in the workshop? As teachers increase
their skills. are new opportunities made available?

oo participants develop a sense of efficucy'? Do they feel that .
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they have the power to move loward individual and institu-
tional goals?
#Do the participating leachers receive respect? Are they treated
as adult learners?
ols there clarity in the task at hand? Do participants clearly
understand the task as well as the purposes hehind the task?
Honest answers to questions such as these should lead to the design
of improved inservice education which will help stem the growing
disenchantment with the teaching role by a great many teachers.

Acceptance of Termination

All through life we deal with termination. People separate: friends
move: social groups disband: businesses fail: jobs disappear: careers
run their course. Many of these end in pain. Yet termination must be
regarded as inevitable. proper. and normal and we come to accept
these events. Perhaps these events prepare us for another kind of
termination—death.

Fromm {1955) wrote. ~man is the only animal who knows he must
dic.” Yet death is a difficult concept for man to confront. let alone
grasp. Young adults think of death occasionally but they do not
linger on the thought: middle-aged adults encounter death as pat-
ents and a few friends die: old adults become greatly concerned to
see many friends and associates die gnd lo some the notion of death
may become phobic (Kaluger and Kaluger, 1974).

Bischof {1976) reported that prior to the early 1960's interest in
and concern about death was a field studied primarily by theolo~
gians and philosphers and wrilten about by novelists, poets. and
~ playwrights. In the late 1960's four.works treating death as a subject
of research were published: Verwoerdt’s Communicotion with the
Fatallv 11l (1966); Hinton's Dying (1976): Strauss and Glaser's Time
for Dving (1968): and Kubler-Ross's On Death and Dying (1969).
Bischof wrote that these four broke lhe barrier on death as a subieLt
for research.

Erikson {1850, t4963) briefly touched upon death prior to the early
1960's when he wrote: “Only in him who in some way has taken care
of things and people and has adapted himself to the triumphs and
disappointments adherent to being. the originator of others or the
gencrator of products and ideas—only in him may gradually ripen
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the fruit of ... {the]| seven stages.” He stated that integrity is the

acceptanee of one’s one and enly life cycle as something that had to

be and that allowed no substitutions. Kimmel (1974) wrote: " Thus,
in thig framework | Erikson's eighth stagel, ono would look back over

ane's life and deal with the questions of the meaningfulness of one’s

life. the intersection of one's life with history. and the degree to

which one’s life was a worthwhile venture.,” -

According to Erikson. those who do not achieve integrity face
despair. Despair allows fear of death. Despair expresses the feeling
that “the time is now short. oo short for the attempt to start another
life and try out alternative roads to integrity.”” Havighurst (1973)
stated that Erikson’s eighth developmental task, integrity versus de-

* spair, dominates later adulthood. i.e., age 65 and later. Yel Neugar-
ten’s (1968) study of middie-uged peopie led her to conclude that the
middle-aged restructure life in ferms of time-left-to-live rather than
time-since-birth. She wrote that not only the reversal in directional-
it¥ but the awareness that time is finite is a particularly conspicuous
feature of middle age. Further. she stated that a frequent theme in the
interviews in her study was the recognition that there is "only so
much time left.” She attributed the following quotation to one of her
male subjects: "There is now the realization that death is very real.
Those things don't quite penetrate when you're in your twenties and -
vou think that life is all ahead of you. Now you know that death will
come to you. too.!’

One can conjecture that the realization that there is only so much
time left to live triggers behavior that the individual would not have
engaged in at an earlier age. Some of the behavior is dramatic—
divorce. for example—and must ultimately have an effect upen the
individual’s professional performance.

Death education is increasingly being advanced for inclusion in
chool and college curricula. We suggest that it likewise be-ad-
anced for inclusion in the inservice program.

Qur brief rxiew of life issues is not meant to be exhaustive. The
literature in eack_area is increasing al a rapid rate and those in-
terested in a deepenstudy of an issue are referred to the bibliography.
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We have argued that dimensions of personal concern and de-
velopment have profound implications for inservice teacher educa-
tion. Not too long ago. educational psychologists were arguing that
the whole child must be taken into account in the educational set-
ting. A child. they said, brings his problems. his concerns. with him
to school. We suggest that the same may be said of the teacher.

Many writers and researchers have documented the negative ef-
fects of schooling. What have been the attempts at treatment? Most
responses have dealt with nev' ¢ontent., new method. or new
variations on the organization. Few have systematically addressed
the fundamental problems and céncerns of teachers. We have at-
tempted to illustrate that development is @ much more- complex
phenomencen than various personal growth experiences.

The individuals identified as age theorists are attempting to iden-
tify the concerns. problems. and tasks which might be common to
most adults. If thev succeed—and they are amassing persuasive
evidence—then difficult life periods might be predicted. We could
then develop better programs to pase teachers through these difficult
but normal ages. These programs. among other things. would consist
of activities which convey to teachers what is currently known about
adult development. Many adults, believing that what they are ex-
periencing is unique or idiosyncratic, live out part of their lives in a
kind of quiet desperation. Many might be helped simply by knowing
that adulthood is not at all a static thing and that others are also
dealing with similar concerns. problems, and tasks. Inservice pro-
grams might also serve to help teachers anticipate problem times of
life. prepare for these times. and ward off crises.

To the stage theorists the process of teacher education—including
inservice teacher education—may, be’ viewed in developmental
terms. Some suggest that the outcome of such programs ean be con-
ceptualized as promoting growth on the part of teachers. They view
teacher education in broader terms than instruction in pedagogical
skills. They have concerned themsetves with how teachers’ thinking
about themselves can be stretched so as to produce cognitive-
structural changes which ma¥ open them to new ways of viewing
teaching and interpersonal relationships. They assume that. by al-
tering cognitive structure. one can function at’a more open. more
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complex. and more abstract level. One has greater behavioral \flexi-
bility. The primary aim of the stagé theorists is to help others re-.
structure their way of thinking about themselves and the world. A
continuing education prngram guided by stage theory would con-
¢entrate more on the processes of cognition (e.g.. thinking, knowing.
recognizing. generalizing. evaluating) rather than en the content of
thought. although the latter is obviously of great import also.

It has not been our intent, here to outline a continuing teacher
educatinn program. We have tried {1) to demonstrate a need for most
teachers to understand better the interaction of physiological.
psvchological. and sociological aspects in human development and
the impact of that interaction upon themselves and the people they
serve: (2) to point out that such interaction raises concerns or prob-
lems which are ltkely common to o]l adults including teachiers: (3) to
identify some of the more salient concerns such as the search for
intimacy and the quest for meaning and to examine briefly their
implications for what we refer to as inservice teacher education; (4}
lo note that there are experts in a variety of fields addressing those
problems; and (5) 1o suggest that continuing professional education
programs can and must be developed which provide teachers with
more than teaching skills. ’

Six broad areas of adult concerns have been described: in this
chapter. These areas of concern have direct implications for the de-
sign of inservice programs for teachers. it has been suggested that all
of us have reactions to physiological chonge. Better underslanding
of and sensitivily to such change is needed in both the process and
the content of inservice teacher education. The on-going search. for
intimacy suggests that teamwork and cooperative problem solving
can be productive modes of continuing education. Interaction with
life's work points to the need for tnservice progra:ns to be more
concerned with career development. increased status. and opportu-
nities for changes in roles over time. The continuing developmentof .
one’s sexuality in adult life suggests an important area of study for
inservice programs that previously had been limited to childhood
and adolescence. The quest for meagning in life by teachers demands
that developers of inservice programs more adequately address
needs for personal application. recognition. autonomy. and oppor-
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tunity in designing continuing education programs. And findlly the
dcceptonce of lermination suggests that more attention be gwen in
inservice programs to several basic transitions.

Adult development and adult concerns central to this develop-
nent have seldom been given allention in designing inservice
teacher education in the past. However. as increased study and re-
search have yielded more insights into adult development,. their im-
portance in both planning inservice education and in being appro-
priate conient for study in centinuing education Is lnt.,reaslngly ap-
pareni.
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CHAPTER FOUR

Staff Development

in Institutions of Higher Educatlon
Elizabeth L. Jalbert

To talk about staff development or personnel development or.inser-
vice education is to discuss a process that engages adult learners.
Many adults are interested in lifelong learning to assure the’ in-
tellectual vitality and emotional fulfillment necessary for personal
growth. But. as the previous chapler pointed out. adult development

to meet life's inevitable role changes requires an approach to learn- .i
ing different from that normally offered to the childhood learner. \
This is a point to be remembered as avenues for faculty development
are examined. ] ]

The adult learner is very likely to have had some previous contact
with the content area being explored. has perhaps formulated firm
opinions related to it, and may have strong preferences as te learning
style. Often educaticnal activities must be integrated with family
life. career, and citizenship. and convenience of time and place is
often essential to this integration. Motivation usually becomes in-
trinsic, less dependent upon tangible rewards. Of their own volition
adults prepare for better jobs, acquire new skills, or pursue avoca-
tional interests within or outside of the formal academic system..
Those charged with responsibility for personael development pro-
grams need to be aware of the many factors affecting the adult learn-
er’s response to opportunities planned or provided.
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Often these opportunities oecur within the career aspect of adults’
lives. Professions have increasingly recognized the need for their
members o engage in a contituing educational process. Plowever.
discussion of staff development within the teaching profession has
usually focased on the elementary and secondary classroom teacher. -
It was they who needed to “grow.” “be kept up 10 date,” or “inp-
proved.” The term “inservice” was limited to activities for them.
Seldom, in the past. were college professors the target of faculty
developmental efforts. Though the collegiate atmogphere may have
heen supportive of various forms of faculty development. -many
professors and ddministrators were complacent about the need.
Today the gituation is very different.

Current emphasis on inservice education or faculty development
as it relates to institutions of higher education focuses 6n two levels
of concern: a general one directed toward the improvement of all
college faculty members, and a more specific concern directed to-
ward faculties of schools of education because of their special role in
the education of inservice teachers. What institution cannot identify
within its ranks those who would most ben efit from an improvement
program but are perhaps most resistant to it? Examples might in-
clude the faculty member employed when there was a shortage who
now holds a secure. tenured post despite severe personal limitations;
the individual who understands the need for change. but is unwill-
ing to make the effort because retirement is on the horizon; the
low-key tenured professor whgse priorities place family and fun

-ahead, 0f professional responsibilittes; the writer whose self-image
allows no consideration of self-improvemenl; the aulocratic bore
who will never be acceptable to graduate students, particularly in
off-campus settings: the newcomer who has already determined that
his or her future advancement is more dependent upon research than
excellence in teaching: or the solid citizen who has contributed a
great deal in the past, but who now appears to have run out of gas.
The list could be expanded. -

Ideally. growth and improvement on the part of teachers at all
levels should be continuous. but ‘in reality there are many con-
straints. Constraints in institutions of higher education. as well as
the need for inservice work among college faculty, and suggested
remediés have been dealt with in detail in many current publica-
tions. In addition. a number of professional organizations have cho-

v N
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sen inservice development as the theme for national conferences.
‘Some might consider thib a fad or an oxample of climbing on a
bandwagon: others would acknowledge it to be a foremost concern
of the proqusion' In either case. inservice education for collbge fac-
ulty is clearly a maller of concern te many.

The chief purpose of this chapter is to underline the fact that
among educators use of the terin “'inservice” should not be limited to
- activties of classroom teachers but should incl ude college faculty as
well. Brief references will be made to some on-going efforts in this
area—often focustng on the improvement of instructton—cn the part
of institutions of higher education. Two more detailed de'scriptions
will be offered which relate specifically to the involvement of m-
stitutions of higher education with basic educational instititions in
inservice efforts ahd the implications_this holds for faculty de-
velopment at the coflege level. As indicated previously. detailed
attention to the complex topic of staff development in tnstttuttons of
higher education has beeh given elsewhere and covering the topic
fully is impossible here. HoWever. a cursory overview of the issues
imbedded in the topi may be helpful.

The Wh'y's of Faculty Development - : .

First. why all the attention now to this specific population? Why
the emphasis on faculty growth in general?%More specifically, why
the concern for those faculty members serving iWwtolleges of educa-
tion and. even more directly, those college of education faculty
members who have (or should have) responsibility for inservice ac-
tivities in schools? Basic reasons can be easily summarized:

eFaculty men}bers Are an institution's most valuable resource
and they need care and maintenance. . '

e Decreasing mobtlity of faculty and decreasing opportunities to
meet changing needs with “‘new blood"” increasethe demand
that faculty not stagnate. '

slnstitutions cannot afford bored students particularly when
they are,well aware that enrollment targets must be met and
that students. once enrolled. do not telerate dissalisfaclions
quietly.

Better to encourage and maintain a dynamic faculty [and thus a
responsive institution) through every means available!

wWhen attention is focused directly on faculty in schools of educa-
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tion who. in turn, hear some responsibllity for inservice work in
schools. additional reasons can be articulated:
oDedicated college of education facuity members mvolve them-
selves in the work of schools—the “*real world” of education.
They nead and want to be able to make viable contributjpns
o[eclining enrollments_at the preservice level both force and
permit attention to inservice offerings and the needs of em-
ployed teachers. College fac ully need to be in tune with those
needs.
®An awareness of the power of the orgamzed teaching profes.
sion highlights the need for skill in collabbration on the part of
college faculty and for flexibility in their approach to the con-
tent and delivery of inservice activities. '
All colleges require up-to-date faculty, and those faculty need to be
informed and motivated by faculty development activities. In regard
to schools of education, Petrie {(in Walker, 1078, pp. 3 and 4) com-.
ments that “there is an urgent need to develop teacher educators
who have as much skill in inservice education as lhey have in pre-
service education.” He stresses that:

-

The market for inservice training of teochers is ot.least as big as
any thot we have previously addressed—and prebably bigger.
However, university faculty members will need to develop new
skills in order to deliver ir%guction in a form and_content dif-
ferent from current practices. The chailenge to schools of edu-
cation js to overcome institutional inertia and respond to the
forces and the demonds of the schools.

The Who's and How's of Faculty Development

There are many convincing answers to the "why’s” for awakened
interest in continuous faculty development, but other issues relating
to the “who™ and “how" of faculty development are-not so easily
answered. Essentially these questions focus on fingncial support,
problems of motivation and necessary skills among college and uni-
versity facuity members, and problems of institutional constraints
that discourage faculty members. To expand each:

oFinancial considerations are everywhere. Assuming that fac-
ulty want and need inservice work, whose responsibility is it?
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Is it an individual or sn instructional responsibility? Even if it
is agreed to be mutual. how are costs supported? Travel. visi-
tations. courses. workshops. consuitants—alt .have reiated
costs.

®Faculty vary in their acceptance of the dimenSIOns of need for
faculty development. Some resist the implication that they
lack necessary skills. or at |east need to update them. Some do
not recognize new roles needed and the changing demands
within each. Others assume the need for change. but feel that
new roles and the related skills necessary have not been well
definedor are not promoted in their institutional setting.

o|nstit#fonal constraints affect action taken as well as faculty
mativation. A prime incentive for faculty development in
schools of education is the need for service to school person-
nel. institutions vary in the extent of their commitment to this
service role. Unless that is viewed as a high-priorily contribu-
tion. faculty will not see knowledge of school-related concerns
and skill to work with school personnel as critical to career
advancement,

Financial limitations will always be with us and solutions will
depend upon creative approaches and skills of persuasion; other
problems imply the need for identification and training in new skills
and attitudes required by college faculty: still others.require institu-
tional change in any number of directions. incluHing perception of
mission and the related reward system. allocgtion of resources, and
the view of powerhurlsdlclion and governance related to inservice
commitments.

It is in the inservice context that Carey and Marsh (1980) explored
university roles. They concluded that ““university involvement in
inservice education is best seen as a problem of institutional change
rather than only as a problem of program or faculty development.”
They then react to the May-June 1978 issue of the Journal of Teacher
Education, which addresses the general issue of faculty growth
within schools of education. and write (1980, p. 9):

None of the contributing quthors consider faculty development
to be the probfeln of individual faculty members. Instead,
Gideonse {1978) maintains that staff development cannot ufford
to be viewed as an isolated need or activity. Instead. it must be
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related to budget, fuculty review and evaiuation, and linked to
program review and priority setting within the institution.
Gideonse summarizes his perspective on faculty development
by arguing, “This all suggests that if staff development {for col-
lege personnel) is to be addressed successfully, it will have to
becomt;r a frame of mind, applied to d¢ variety of ongoing man-
agemenk and governance concerns. It must not be aliowed to
become an isolated phenamenon standing more or less free and
clear of;lhe rest of the business of operuting institutions. It is not
a concern that can merely be added gnto other concerns; it must
become thoroughly integrated into the warp and woof of ongo-
ing institutional processes.” {p. 2) Mathis {1978) and Bergquist
{1978) both argue that faculty devglopment must be nested in
the context af redefining ins!i!u!iofal missions and developing
strategies to achieve these missi/)ns. As these writers attest, -
greater university involvement in the inservice education of
public i';(:hool personne! cannot be achieved through faculty de-

velopnient narrowly cons!rued./While an increase in faculty

skills may be a part of a new university role in inservice educa:
tion, th;estr skills cannot be dev(f)l_oped in isolation.

. {
Responses to Faculty Developmeni Needs q[
e

in spile of the complexity of th¢ problem. many institutions
responding on various levels to [the need for staff development
among university faculty, In somg situations foundation support or
small grants have supported the 'process. The University of Mas-
sachusetts has Kellogg funding. Stanford University receives sup-
port from the Danforth Foundation| and Glassboro State College and
Western Kentucky University use|Teacher Corps project funds to
support unjversity faculty developtnent. USOE Deans’ Grants have
been used in bilingual education dnd special education to ‘target
faculty growth in selected areas. The State University of New York
supports competitive grants for the itnprovement of undergrlfaduate
instruction. and the University of Tef\nessee at Knoxville has pro-
vided grants to faculty. ;

In some institutions a planned. on-gaing program is in place. The
University of Toledo reports that its staff development story “is an
exercise in planned change.” Both San Dig‘go State and Stau_;' Univer-

\
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sity Colﬁge. Oneonta. New York. describe a variety of developmen-
tal programs. These include workshops for faculty on topics such as
competency-based education. multicultural education. and PL 94-
142. Some involve consultants. while many are led by faculty. Goal-
setting retreals. course and program planning sessions. and faculty
assessment are some of the activities conducted locally. Visitation to
other programs and sabbatical leaves are other developmental ac-’
tivities. )

The University of Massachusetts developed the Clinic for the Im-
provement of Universitly Teaching and Stanford initiated the Center
for Teaching and Learning. The first supports faculty development
of teaching competence within the university. while the secend has
assumed a regional mission in improving teaching. At Mas-
sachusetts. staff from the clinic work individually with faculty
members to help identify problems and correct them in a manner
that is reinforcing to the teacher. At Stanford. workshops are offered
on interdisciplinary teaching. its intellectual and pedagogical is-
sues. Kansas State Universily has organized a Center for Faculty
Evaluation and Development. Instructors identify their own objec-
tives for a particular course, have students assess their progress to-
ward these goals. and follow up with teaching improvement ac-
tivities. Virginia Commonwealth University has a Teaching Labora-
tory where faculty members can obtain descriptive feedback about
their teaching from trained observers.

California State University at Northridge has established an insti-
tute for the Advancement of Teaching and Learning. Faculty mem-
bers selected by the president are assigned quarter time to the insti-
tute and spend a half day a week in on-going discussions on topics of
interest. Syracuse University has a Center for Instructional De-
velopment where the staff. working with departments or teams.
selects an instructional improvement project. creates an *“ideal” and
then a “real” design. and plans for the implementation and evalua-
tion of the project. Glassboro State College has employed micro-
teaching and other self-evaluative. non-judgmental devices in staff
development. Texas Tech Universily has provided state leadership
in a process of clinical supervision for university faculty. Small
tearns of faculty observe each other’s teaching. provide feedback.
and develop plans for improvement.
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The University of Cincinnati organized a Faculty Resource Center
and the State University College. Oneonta. developed the Instruc-
tional Resources Center. both designed to support the faculty de-
velopment process. Several. including the universities of Mas-
sachusetts. Cincinnati. and Tennessee. have publications which are
available to other institutions.

" Both grant support and institutional programs provide direct staff
developnient opportunities. A third means of doing so might be
categorized as “indirect.” It is the spin-off that occurs for college
faculty when they are actively involved in public school inservice
activities. [t is difficult to obtain descriptions of how this occurs.
Glassboro State refers to its attempt **to improve inservice education
for school personnel” and its “collaborative effort in program de-
velopment.” \estern Michigan University emphasizes ;the Educa-
tion Support Team that works with the client school or system. [n
any case. when eollege personnel are actively involved in the public
school setting, the benefits no doubt flow in both directions. Hope-
fully. college staff make a valued contribution, but in addition the
activity often becomes one of renewal for them as well.

The following pages contain two commentaries on staff develop-
ment as related to delivery of inservice education. One was written
by Jean Winsand. Director of Inservice/Continuing Education at the
University of Pittsburgh. Dr. Winsand has projected a paradigm for
examining the roles related to inservice education of school person-
nel. In her model. Winsand delineates theory development. theory
translation. ang change facilitation. University faculty assume dif-
ferent role expectations as a result. of each of these functions in
inservice education. The second commentary was contributed by
Theresa Lorio. Assistant Director of the Detroit Center for Profes-
sional Growth and Development. She suggests basic steps to be fol-
lowed in the development of a college staff development program.

The Role of Higher Education
in Inservice Development

by Jean Winsand

For the past several vears. as the need for preslervi(:e ed ucation has
been drastically reduced. institutions of higher education have
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turned to the inservicing of classroom teachers. This interest has
been late and, to be honest. often self-serving. This rather sudden
and often ill-considered interest in the “field™ an/ inservice teachers
has not served to lend greater ¢redibility to many of higher educa.
tion's efforts to become relevant to the schools.

Despite the multitudinous problems and challenges facing higher
education relative {o the inservice process. | would suggest that
there are excellent examples of institutions which have eslablished
exemplary interaction programs with basic education and are mak-
ing excellent contributions to the inservicing of schools. In each
instance where such an effort has succeeded. a careful theoretical
base for operation has been established and worked through. It is the
purpese of the following to examine a rationale for the involvement
of higher education with basic educational institutions in inservice
effarts,

The Rationale

In the document Higher Education’s Role in Inservice Education,
Denemark (1977} made two points which need lto be considered in
discussing the role of higher education in inservice education. They
included the concern that: (1). the college-based teacher educator
needs to be viewed as a practilianer also; (2) teacher education may,
in fact. not be theoretical encugh: {3} field-based experience is
meaningful insofar as it is linked with theoretical or foundational
studies. These statements clearly suggest that the role of higher gdu-
cation does indeed have a major theoretical responsibility connected
with it. In the same document. Edelfelt commented that schools of
education need lo give attenlion to self-learning and need to con-
sider new tvpes of personnel for inservice education who can func-
tion as field agents or as school-college coordinators. Both of Lhese

“comments can be considered as guides to higher education’s role in
inservice. Recent research in educational opinion has identified
somne concepts relative to role identification and responsibility
which seem to provide support for the dévelopment-of a role expec-
tancy framework for institutions of higher education. Current con-
"cepts of role function as a means for identification of role expecta-
tion suggest that. if an institution of higher education can identify
those role functions swhich {l can most.effectively perform. certain
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role expectation can then be clarified. Given this identification of
role expectations. it becomes possible to develop a conceptualiza-
tion of the necessary training of higher education personnet to fiil
role expectations. Drummond 11978) identified sixteen emerging
roles for college-based teacher educators. Several of these rqles
would be appmpnale to the higher education institution functions
in inservice..

What is still needed in cooperallve inservice efforts between
school district and college is the activity of locally assessing the
necessary role functions and capabilities of each participating in-
stitution before the development of individual role descriptions. A
very necessary activity involves a cooperative identification of the
kinds of inservice activity necessary in a given locality. With this
identification. a careful determination can be made of the various
role functions necessary to carry out the activity. Once these func-
tions are identified. it should be possible to specify which agencies
or institutions are most prepared to respond to the functional needs.
This is the role expectation task. In the accompanying role responsi-
bility chart (Figure 2) this type of activity has been carried out.

If one examines the functions of inservice, the first function is
theoretical development and the communication of pedagogical
theory. It is clearly evident that higher education. because of its
structures allowing for research and academic study for the
pedagogical function, is competent and therefore should be respon-
sible for the development of much educational theory and. further-
more, for the translation of educational theory to the practicioner.
The resources which higher education has available for this function
include time for study, support services such as libraries and com-
puler assistance. and the fact that the reward system at institutions of
higher education is clearly based on this type of activily as an ex-
pected role, _ -

If one examines the responsibility or competency of basic educa-
tion in the same area. one would determine that the application of
the theory. or what we might call reality testing, is a more appropri-
ate responsibility based upon the functions of the basic education
group. Here the resources. include supervisory and administrative
personnel and the availability of classroom situations to provide a
reality check function for theory development.
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Even the individual teacher and/or educator has some responsi-
hility relative to theory development. It would be the responsibility
of the individual to continuously upddte and review theoretical
knowledges for use in his or her classroom practice. The problem of
sorting out organizational versus individual responsibilities for
professiohal growth is something that ought to be carefully consid-
ered in this process. This necessitates a very clear definition of pro-
fessional growth goals and functions by both the individual and the
institution. It is this author's experience that rarely do individual
professional growth goals and institutional growth changes coincide
very effectively. This problem probably relates to the development
levels of inservice at this time. There very obviously needs to_be
personal. individual goal-setting in which the individual identifies
professional growth goals which are impertant to himself or herself
at any particular time it his or her career. At the same time. educa-
tional institutions change goals. Curriculum and instructional pro-
cesses change as educational theory advances. Much more effort
needs to be expended in determining how individual professional
growth goals can coincide with and be fitted into the msmuhonal
growth goals so that both groups can be satisfied.

A model for consideration relative to this is Spaulding's {1974)
Lifle-Long Learning Model. It could be highly useful in discussion of
distinction between organizational and individual professional
growth goals. This particular model could be considered in any dis-
(:ussic}n of the role responsibilities of grganizations for it distinctly
suggests that certain organizations have greater ability to respond to
different-levels of professional learning goals.

Developmental Processes

Because of my firm commitment to process. both as a learning
activity and as a planning aclivity. | have structured this section as a
series of questions with discussion. The first question to be consid-
ered by anv organization entering into this type of role definition
process ought to be:

1) What are the gnals of the particular inservice educunon that is
planned? In other words. what are the necessary inservice needs of
the local school district: what changes are necessary: whit are the
necessary conditions for the changes and how can these conditions
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best be met? This establishes the institutianal need. Once this type af
school planning process has been accomplished. individual needs
relative 10 the institutional changes must be identified.

2) What nre the necessary inservice processes and functions to
fulfill the roles and needs of the various clients? Hars, consideration
must be given to both institutional and individual growth and
change processes. . _

3) What units are best equipped to develop or provide the neces-
sary processes and functions for this troining to ocowr? The de-
velopment of a role responsibility chart, an example of which is
included here as Figure 2. could facilitate participating groups’ con-
sider:’}(iqn of this question. s

Consideration of these three questions would result in the answer
to the next question.

4} What nre the role functions of the jnstitution of higher educo-
tion in providing inservice education? The answer may or may not
suggest a role for higher education in any particular inservicing
project. If the theoretical constructs of the proposed project are in-
cluded. one could assume & rols for higher education. It would be
legitimate to suggest that the institution of higher education might,
in fact. determine that there are only a few role functions and re-
sponsibilities which it would legitimatsiy wish to serve and thereby
limit its inservicing activitiss to those types of role functions. The
question concerns the appropriate role functions of the institution of

. higher education in providing inservice education. Some sugges-
tions. of course. are theory development. theory translation, change
. facilitation. All of these are legitimate possibilities.

5) What role expectations become the responsibility of the institu-
tion of higher education as a resuit of accepting role-functions in
inservice education? Given that the institution may identify, for in-
stance. that it would concentrate on theory development. then it is
obvious that one of the role expectations would be that of researcher.
If theory translation is the process that is chosen, then the responsi-
bility of the higher education institution would be to provide people
in the role of teachers, workshop leaders, consultants. or on-site
facilitators, If the determination is that the institution of higher edu-
carion wishes to respend as a change facilitator, thep the roles would
become change agent or change gvaluator roles.
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The final guestion concerns the response of higher education
given the definition of the role expectations.

6) Given the definitions of role functions determined to this point,
which role responsibilities is ‘this porticular institution of higher
education willing to accept? Once the institution of higher educa-
tion has determined that there are certain kinds of functions in
which it is most competent. and that there are certain kijnds of role
responsibilities or expectations which it will fulfill, it is necessary to
determine the institutional competence to respond to those kinds of
questions. Seme of the questions that would need to be considered
relative to this would be: .

Stuff avuilobility: Is stalf available with the necessary skills.
knowledge, and attitudes to fulfill the particular role expectations
expected by the client?

Appropriateness: 1s this an appropriate activity for this institution
of higher education in view of a]l of the other goals of this particular
institution?

Effictency: Is it in the best interest for this institution of higher
education to respond to a particular inservice request in terms of the
most efficient use of available resources?

Effectiveness: Could this institution of higher education expect to
respond effectively to the client inservice needs so that satisfaction
on the part of all persons is reasonably assured?

The basic premise of this commentary is the suggestion that in-
stitutions of both higher education and basic education have not
made a concerted effort to determine in which areas of inservice
education each of the institutions can function most effectively and .
responsively so that.the institutional needs of bath sides can bé most
comfortably and effectively fulfilled, A great deal of planning goes
into inservicing and it is not an area that has been neglected in
recent years. However. the planning processes tend to diffuse the
distinctions between institutions of higher education and those of
.bgsic education. One often finds personnel from higher education
conducting hands-on. “make and take’ workshops and, in fact, oc-
casionally will find administrators and supervisory personnel and
some teachers in basic education who are dealing heavily with
theoretical concepts. This is not to suggest that this is not a healthy
process. In fact. in some ways this would be a highly desirable cut-
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¢ome. However. it does seem critical that higher education and basic
education conduch serious discussions and seminars with each other
. to determine what are the most effective uses of the facilities of both
institutions. These kinds of discussions should not take place in
academic situations removed from the marketplace, but should take
place wherever and whenever an institution of higher‘educalion
makes an attempt to respond to a busic education need for inservice
teachers. All parties should be involved in this kind of decision-
making including the teachers’ organizations, as currently seen in
the development of the le‘pcher centers. There is a concern that the
teacher center concept may. in fact, encounter problems and dif-
ficulties very shortly unléss it also involves itself in this kind -of
decision. o

It is lmperalwe that the inservicing pmcess become 2 much more
sophisticated. problem-solving process than it has too often been. A
problem-solving approach which recognizes and makes efficient use
of institutional diffcrences and roles is a critical need in inservice
development.

Developing Faculty Dé'velopment Programs

by Theresa Lorio

William Bergquist (1978) maintained that there is need for both
change and stabilization. Change. in a call for new curricula, spe-
cialized programs. rescheduling. funding patterns. attitudes. skills,
and knowledge. Stabilization. in terms of a reflection on the institu-
tion’s primary mission. What is that mission? Do faculty recognize
-and ascribe to it? If institutions wish to bring about constructive
change and stahilization. there must be a clear sense of mission with
mutually agreed-upon goals. We must be quick to recognize that
elementary. secondary. and post-secondary institutions share simi-
lar problems: low faculty mobility. tenured staff who have met all
the educational requirements for continuing certification, and an
apparent need for faculty renewal.

Are we ready for the challenge and .t.hange that is upon us? In-
stitutions of higher education have generally responded to the need
for faculty development through singular and individualized means.
A listing of existing college faculty development programs would
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include sabbatical leaves. conference attendance, and.self-
improvement contracts. as well as other job-embedded and personal
development models..—— - .- - - —- -

How can we begin to respond to the obvious need for change?
What approaches can be successful? What are some of the negatives?
If meariingful change is to come about. then the faculty development’
model most address change at three levels: (1) attitude, (2) process:
and (3) structure. Instructional improvement (process) without at-
tenfion to attitudes concerning values. philosophies, ahd self-
percepliuns is doomed to failure. What good is it to concentrate on
instructional improvement when the faculty member does not value
teaching and does not identify with the teaching model?

Faculty development programs must be consistent with the in-
stitution’s. miission statement and must include a blueprint for. re-

ssponding to the various publics. Let us suppose that the institution's
mission statement includes a response lo'the request for the inser-
vicing of public school persorinel and speaks to a transition from a
preservice mode to one which includes an inservice training model,
The resulting change must include provision .for faculty to move
together to a new mode of delivery. Staffs must critically assess their
strengths and weaknesses and identify faculty members who are best
suited and equipped to deal with the myriad of problems evident i in
today's public schools. The following are some basic steps that must
be explored if a meaningful college or university staff development
program is to come to fruition: .
®(Collegial relationships must be established wllh all educa-
tional personnel.
oCollege or university personnel must often be lhe learners in
these collegial relationships. -
®Extensive planning to meet real and apparent needs must be
on-going.
®Evaluation of the inservice programs to be delivered must be
considered in the planning stage. _
® A restructuring of the financial base and a redefinition of the
work load. to give adequate credit for field work. must be es-
tablished.
et us suppose that the institution in question sees the handwrit-.
ing on the wall—declining enrollment.”loss of funding. etc. The
institutional response is to attempt to make the transition from a

1
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strictly preservice training’ mode to bne that includss an inservice

model. ¢ . v C

1) What kinds of problems may surface? - . = *

. a) Attitudipal: Is teaching a valued endeavor? Dges the u\slilu-
tion's staff identify with the leacl‘n‘!"g model?
'b) Process: How ean instruttional jmprovement be assured?
How do we bulf into.existingssystems of staff development?
¢) Structure: How do we previde for funding? Can we work
through the problems associated with credit production and
,jin load field work? -
We must remember that ideas thét are OWan by groups are hard to
come by.and even harder to-Change.

2) What new skills may be needed for the delivery- of inservice
treining? How do these skllls differ from those-used in college
course work? Some skill areas lo be explored might mclude

a) motivating the adult learner; )
b) using the learner as a fesource:
= ¢) interacting with adults. who é"re less -lhan wnll ing lo change
from the status quo; ' -
- d) developing a trust level related to college serwcas lhal will
dispel.the “ivory lewer” syndrome;
e) utilizing validated research in practice:
fi planning cooperalively and collaboratively:
g) inservicer as learner. r )
These learning principles must be acknowledged afid accepted: A
a) Adult learners have a need Yo be self-directed.
+ b Learming is more llkely to occur in pleasanl. unforced set®

_ tings. :

c) (Learning is more successful if it is problem centered. .

d) Adulis can be taught to master various teehiniques and skills,
over time, if they are exposed lo a consistent rotation of
theory and practical application {(Hilda Taba). L

3) What problems may stem from the need to assess strengths of t

the college faculty in terms of new and needed skills?
a) Assessmerft of strengths may be viewed as an encroachmenl
" on academic freedom. .
b) Faculty development program evaluation may become
* synonymous with individual faculty}ngmber evaluation.
c) Can faculty attitudes be changed? Wltat about the €olleague *

B
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who does not value teaching and does not identify with the
teaching model?

d) How does one fund a faculty development program to ensure
that identified needs are met?

4} What are some key considerations that must be included.in a’
plan for faculty development?

a) A mission statement must be developed
b) Ob|ecuves and goals must be defined and mutually agreed
. upon.
"¢} Key personnel. with power to institute the program. must
own the planned program. ‘
d} Adequate funding must be provided.
e) Adequate time to plan for and to |mplement the program
must be provifled.
f) Procedures used must realistically lead to identified goals.
g) The plan for implementation must include on-going evalua-
tion.
. h) Commitment must be garnered from the top and all along the
line.
i} Human, physical. and fiscal resources must be adquale and
. consistent with the proposed outcomes.

5) How do we move college faculty through stages of awareness.
readiness. and commitment? Faculty discussions about the nature of
teaching. and the realities of entrenchment, are one way to aid col-
lege faculty in becoming aware of the need for faculty development
programs. These discussions should lead to a redefinition of the
institution’s mission statement and to a readiness to explore avenues
that will result in mission attainment. Comprehensive planning

‘must make use of maximum faculty interaction in order tc develop a

viable course of action. The goals, objectives, and proposed out-
comes must be consistent with the institution’s mission statement.
Commitment will be garnered if faculty has defined specific needs
and the process by which these needs are met.

6) Do we recognize that planning to plan and action planning are
not the same? Planning for action may be systematic and must take
cognizance of a rational use of human, physical. and fiscal resources.
A realistic time line and provision for evaluation and program revi-
sion must be included. As an aid to developing an action plan for
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problem resolution, let us consiLBr some hasic technigues of inter-
personal influence. We begin wflh an analysis of the target:
a2} Who are the most powerful people capable of instituting
change?
b) Where are you, the change agent. in relation to this power
base? !
<) Groups have eslabllsheﬂ norms, standards. and procedures.
What are they? ! .
d} Groups tend to reduce discrepancy and confusion by doing
the following: (1) changing the person(s) trying to influence
the change: (2) changing themselves to comply with the pro-
posed change; or (3) rejecting the person(s} attempting
change. /
The following are steps in the basic process for instituting change:
2) Identify goals—What do you wish to accomplish?
b} ldentify the existing situation—What s the status quo? How
does it relate to the proposed change?
c) Diagnose sources of and susceptibility to power.
d} [dentify blocking factors—What and/or who stands in the
way of the proposed change?
e) Decide what to do. Develop a plan of action.
f) Generate alternative strategies and tactics. Develops plans B,
C.and D.
g) Select the best alternative and carefully plan each step. .
h) Get feedback all along the way. Evaluate and redesign the
plan of action as a result of feedback:
It is essential to develop ownership for the proposed change by
aiding the group in terms of:
®qwareness—that a problem exists,
ereadiness—to plan for a change through assessment of need.
and
ecommitment—to the implementation of a viable plan.
Influencing change is obviously not an instaritaneous process; it may
take weeks. months. or years depending upon the disciepancy be-
tween the assessed need and the proposed outcnomes. -
7) What are some of the possible “‘causes of failure in academic
planning.” as defined by H. R. Kells (1977)?
a} lack of consensus on the goals for planning:
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b) mismatch between planning procedure(s) crhosen\and the
goals for the process; \

c) lack of an adequate basis for plamiing; the: confidence to
project effectively {self study and institutional research} is
missing;

., d) human relations failures; [1) asking people trJ do things hey
are not equipped to do: (2) poor group ‘leadérship; (3) poor
communication processes in the group: (4) not idenlifyipg
the key resource people: (5) not making people aware of
another's strengths which results in lack of trust and lack &f
risk-taking: (6) not using intensive work assignements with a
clear beginning and an end in sight: {7) not rewarding par—\
ticipants appropriately: and (8) not letting them undersland
the context for their work. {

8) Poor process management;
data not available at the time when it can be used:
poor timing of the process; ¢ - )
inrdequate staff assistance;
inadequate funding:
thinking that production of a plan is planning:
inadequate participation. therefore little psychological
“buying in";
poor commitment from the top: and

h) unclear task assignment. poor charge to the subgroups.

Having viewed the state of the scene. key issues in assessing

needs. problems involved in planning. some influencing techniques.
and even possible pitfalls and failures, can we entertain the exis-
tence of hope? Robert Bush (1979) says " Yes!” He reminds us that
there are good training -materials available. We know how to use
themn and when to use them, but we rarely if ever put research and
available training materials into practice. ' .
As we look at the realities of the 1970s and 1980s, we must sure]y'
begin to recognize that there are new fields to be cultivated and new
seeds to be sown. We must take stock of our strengths and utilize
them. We must be cognizant of our needs and satisfy them. We must
be ready to enter into collegial relationships and become both
teacher and learner. The opportunities and options that inservice
education holds for institutions of higher education are limitless.
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Conclusion

This chapter provides only a glimpse of the current scene in col-
lege staff development. Hopefully. that glimpse will arouse on-going
interest. The references following provide excellent suggestions for
initiating. designing, implementing. and maintaining staff de-
velopment programs particularly for those persons engaged in the
preparation of teachers. and the processes are described in far more
detail than can be reported here. We are reminded to consider the
mission of the institution; the on-campus and off-campus influences
and climate: #nd the need to gather information about needs, expec-
tations. the wealth of materials currently available, and possible
sources of stable funding. Specific procedures will vary widely as
reflected in the brief program descriptions provided. Regardléss of
the final scheme designed, institutions are urged to explore their
own potential for faculty development. The problems are complex.
but the benefits are great.
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PART III
Using Organizational Structure
Effectively

b

Institutions such gs schools and colleges qre organized in ways that
are constantly chenging; so too aré their governance structures, their
formial and informal communication systems, and their manage-
ment relationships. Schools may be organized for open-concept
buildings. team teaching, accommodative education, nursery/
‘indergarten experiences, middle schools, or any other of the
myriad systems that can be utilized. The average teacher/student
ratio and the ratio in special circumstances are organizational in
nature. The number and role-description of administrative and
quasi-administrative personnel, nature of line and staff personnel,
and the size of the school district relate to organizational shifts.

The educational consortium, composed of representatives from a
number of constituencies, js a major new organizational thrust af-
fecting staff development. Fermented by the federal teacher center
legisiation, the evolving relationships among teachers, schoo! ad-
ministrators. and university personnel provide a new approach to
staff development. in the complexities of inservice program im-
plementation strategies, such consortia are important stimulators to
progress. but their growth gnd development require careful
nourishing. Severa! questions may be posed which probe the role of
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orgunizationigovernuncelcommunication structures and their relu-
tion to inservice edycation:
elWhat institutions or individuals should be included in gover-
nance of the stuff development program?
®Du progrum modifications require u new structure? Different
management teams?
®js the decision-muking process evident?
®\Vhat is the nature and structure of the munagement teum?
®Are munagement team roles, responsibilities. lines of author-
ity und communication clear?
®Hauve resource needs been thought through and resources alio-
cated for installations?
®Are there uny physicalfacilities that need modification?
®*Are records open? Available to whom, under what conditions?
ols there o receptive feedback system designed to be sensitive
enough to detect problems eariy?
®[s communication open among various institutions mvolved
in staff development? :




CHAPTER FIVE
Staff Development through Coﬂaborat:on
in a Rural Setting

Robert L. Stevenson, Jack Neel. Robert A Cobb,
and Teresa O'Shea

The continuing professional development of all personnel in a
school district charged with the responsibility of designing and im-
plementing an instructional program for all children is essential if
educators are to meet the challenge of education today. New
strategies. new methods. and new technologies must be developed.
Teachers, principals. supervisors, and superintendents must con-
tinually look for better ways to establish a climate that will enable
students to accomplish learning objectives more quu:kly and with a
greater degree of confidence.

The responsibility for guiding the professional growth of all edu-
cators. regardless of job assignments. should be a shared responsi-
bility between the individual, the school district. and the teacher
education institutions. Unless these three entities work coopera-
tively to enhance the growth of each professional. the chances of
maintaining a high level of performance by school personnel and.
consequently. increased achievement by students is, indeed. slim.
These statements represent the philosophy of the Professional De-
velopment Center Network of Southcentral Kentucky.

Twenty-three rural school districts in Southcentral Kentucky and
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the College of Education of Western Kentucky University have rec-
ognized the desirability of a collaborative effort to enhance the
growth of professtonal personnel. These organizations have entered
into a vonsortium. the Professional Development Center Nelwork.
with the following goals:
1) to systematically assess the problems and concerns “of each
professional in the consortium; )
2) to establish a staff development training system which will
be responsive to the profeaalenal needs of each professional
in the consortium;
3} to assist in identifying the programmatic needs of each
school district in the consortium: and
4) to design and deliver training activities to meet the pro-
grammatic needs of each district i the consortium.

Organization andyGovernance

The Professional Development Center Network {Figure 3) includes
23 public school districts. several parochial schools. and the Labo-
ratory School and College of Education of Western Kentucky Uni-
versity. There are 163 schools. 3.281 teachers. aud 66.889 students in
the organizations within the Network. The Network spans an area of
approximately '7.200 square miles.

To facilitate effective educational programs relating to the.specific
personnel needs of the organizations in the consortium. the Network
is organized into four Professional Development Centers (Figure 4).
Each Center serves from four to nine school districts and seeks the
active collaboration of the participating organizations in utilizing a
wide range of educational resource meet specific needs. Staff
development and training activiti é,re cooperatively designed and
field based. "

The Network js governed by commission which is composed of a
member from each of the parficipating organizations. The commis-
sion member must be a persoh within the organization represented
who can make policy decisiond and allocate available resources. The
commission is the policy-making body of the Network and allocates
resources to the Centers for the idplementation of staff development
"and training activities. The commi ion functions as a collaborative
- dec:swn making bo
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Each Center in the Network has an advisory council comprised of
instructional tepresentatives from each otganization serviced by the
Center. It is this body which gives direction to the activities of the
Center. The advisory council makes recommendations to the com-
mission regarding staff development activities. but it does not make
policy or allocate resources.

Figure 3 :
Professional Development Center Nelwork

7’“’

Legend.
I — Bowling Gieen PDC 2 — Glasgow i'DC
{Location of PO Network Office 3 — Gwensboro PDC
* and Wastern Kentucky Universityl 4 — Elizabethiown FDC
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The parpose of the Center is to:

«. 1) assist local organizations in identifying slaff development
and training experiences appropriate to the professlonal
needs of individual staff members,

Figure 4
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PHE Hrtwork © nanm lston W Advliory Coupr ¥

Frofemions] Developme st
Superintendsat + ANl Fentlcipolieg Comey Hotwork Cine wrprelsmieliv e from sach

Pariceu of the particifiting
Auperetendem * Fermthiel Sehoals Tastituthons ond momban

Irare #il or Reprmiseondtive « - FLC Metwore of tha PDC Hetwoth
College ul bdueHilon, Wrksm Cammitilon Ty

“‘Wemturiy tralve ity
it gm = Preleggions] [revelopee ot

Craver PG Heteork [sirector

[Adgmery Cagncet 1 [Cadzinory caveri [(Advitory Councit 1H dvsyary Council

Oweminrs | - ElaskwMown | ¢ Clargow Powling Corrn
roc e POC e

[Hvidbm L. ] Flueheihtown . Cav¥igng 4 Mowbhing Creen ||

T ) Tralpparalrnt Indr pradacl Ancie pendenl
y

L el ¥ Clmugom Jooxr Jegger
Foute fr ndenr enanty Tndependem Lot Sehool

Tlinppart ¢ Meale Cumbrriand BuAler
fude pemade it Counry T ounty Covemy

Mclewn Wen Pom—!‘ Monroe Logen
[T [rade pr et i T ounty County

e ———— R ———

Metn alfe Allen

County . Lounty

—- —— R

Hant Cretmualle
Cernty — l 1ndept adent

- . R—

Contaa] City
Indapende st

s pran
Tounty

ERI!

Aruitoxt provided by Eic:




Colaboration in a Hural Setfing - 81

2) identify and secure resources to assist in the design and de-
livery of activities appropriate to the educatioral develop-
ment of individual staff members;
encourage optimal utilization of the resources of the partici-
pating organizations for the provision of training and educa-
tional development; and _
provide information which may be used by the participating
organizations in assessing their present education profes-
sion's programs (preservice and inservice). improving those -
programs, and developing new programs. 8

Process of Needs Assessment

In an effort o provide staff development activities which address
identified .needs. the Professional Development Center Network
conducls an annual needs assessment within each member school
district. The assessment instrument for this effort is cooperatively
developed by the PDC Network staff, the PCD advisory councils, and
the local school district inservice committees.

The first step in the development of the needs assessment instru-
ment is the formation of an item pool. The item pool is generated by
administering a preliminary inservice survey (Figure 5) to the pro-
fessional staff of each participating school district in the Network.
Responses to the survey are then summarized. with the most com-
mon needs being placed on the needs assessment instrument (Figure
B). '- : :

Each item on the needs assessment instrument measures both the
knowledge level and the -concern level of the respondent. The
knowledge level assesses the perceived expertise each respondent
feels at the time of the survey. The concern dimension measures the
perceived need for a staff development activity in the area of the
specific item.

An important part of the needs assessment instrument is the de-
mographic section. With the collection of basic demographics. it is -
possible lo ask questions of the dala on a local school or school‘

as the basic staff development needs of primary teachers as com-
pared o secnndary teachers.
Once the needs assessment insttument is developed. it is distri-
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Figure 3 ‘.
Preliminary lnnrvlce Survey, 1980 .
. Type.of School (pleuse cheek): Elementary.....— Middle....._ Secondary
" Please rank ynur inseivice needs by giving specific titles of workshops you would
like to have in yoor school district. - ' . .
Wurkshnp Descriptions: ’ I - 4
1. Awareness—Theory presented with limited practice.
2. 8kiil Development—FPractice on skills related to theory.
= ). Classroom Implementalion-—Aleicmlon of skllls in elassroom planning and
prosentation. * . .
3. Follow-yp—=Sharing session on dnssroom experionces., *
5. Sequenpial workshops including 1-4 sbove: .

-

-

&

Workshop Typés‘
(You may check one or moretype
tworkshops in eoch category.)

T

u

Skill
~  Development

- Classrbom

w’_Implementation

n

Rank Inservice Needs .

0 {Example: This teacher wants all four work-
shops on this topic.)

Utilizing Metrigs in the Teaching of Social
Studies at the Middle School

o . G

-~ Awareness
- Fullow-ﬁp
o Sequence of 1-4

.
2

"

Plg‘hso’indirate in the space balow the prefem;dﬂdays and semesters for .-
workshop presentations. Please include summer-seméster if this is appmopriate. +

ERI!

Aruitoxt provided by Eric




(g”ul‘mmhml I Hur(u' Se !lm},
buted to eath bChDOI district, lhrcmgh the PDC advisory council
memhers. When the instruments are t.omplelcd the advisory council
;member-a collecl them and return them to the PDC staff. The data are
then enlered into the compuwr for processing and analysis.

: - [N . F "
. . . ' -
- 4 . "

Flgute 8
memlonal Dwelopmenl Canler thwork Needu Assessmenl, 1979/80 -

One of our malnrhgofal‘: is o continvdally assess -and rnspou& 0’ tho needs and
concerns of thoss wn sefk 1o 3erve. Thorefore. identifying network needs and con-

corns is n hasic delerminant in \«;prkshnp planning ‘and implementation.
. Pleasyrcomplete the following tnformational sheel befare completing the inventory.
* Thank you for your cooperation in this very lmpbnanl lask. .

. Digrict in which omployed: "
2. School where cmploym‘l
3. Age: 20-29_2 30-39._ _ 4049 50-58___-_  60-69

. Sex: Male__"_ | Pelhale..._.._.._. T

. Prasent level of professjonal preparatfon’

Baccalautreale/Rank Nl Masters’/Ronk il Rank .-

i, Years of teat.hing experience:

. Yearts in presenl school or position:_

8. Circle the number of the title which best describps your presant posltion
1 Elemcntary Teacher S 6 High School Ceunsslor,

2 Jr. HighiMiddle Sehool Teacher 7 Elementary Principal

4 Hi‘gh School Teacher . B Ir. High"Middle School P:incipal

4 Elementary Counselor 9 High School Principal -

5 Jr. HighwMiddle School Gounsglor 0 Central Office Staff N
9. If you are a teacher. circle the grade levellsj of the studenis you are presently

teaching.
_1\_123:45(;\739101112 .
10. If you are a m“hfr circle the number of the one subjecy area whickt besl repre-
senls vour major leaching I'GSPOI'ISIbllllj.f
1 All subjects (Elem.) 7 Librarien 13 _Vocational Educalion
2 Language Arts 8 Physical Educalion [.’Agricullure. Business.
3 Reading , « 9 Special Education . Home Economics. Indus.
~4 Mathemalics ! 10 Foreign Language §  trial or Distributive
5 Sciencp.. | A An Education)
6 Soclal Studles; 12 Musics. 14 Olhel; {(specify)

N [
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Figure 8 (ontinued),

Please complete the following inventary by circling the nnmber which hest repro-
sgnts your prosent feelings concerning the given topics,

r
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. Health Education
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Figure 8. {zontinuml)
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- ilizing Newspapers in
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2. Learning Centers
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. Mastery Learning

3. Models of Teaching
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. Individual Instruction
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- Management Techniques
. Behavioral Management
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}. Management by Obijectives

. Sfluational Leadership
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. Salety Management in lhe
Ciassroom

. Schonl Law

. Counseling Parents and
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. Evaluation

1. The Keniucky Educational
Improvement Act

2. Administering and Inler-
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Tests ’

4. Developing Local Educational
Improvemeni Plans

5. Other (Name)
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Selection and Design of Staff Developmer;l Activities -

A computerized report for each district is prepared which sunt-
marizes local results of the needs assessment instrument. This reporl
includes a stratified rank ordering of needs expressed by elementary
and secondary teachers. Gounselors, and administrators. Advisory
council members. meeting with local inservice committees, review
these dataand determine the staff development needs on a local and
regional basis. Recommendations from these meetings-are presentod
to the PDC Network for inclufion as staff development topics to he
dleveloped. ' .

Once districts have reviewed their needs assessment data and re-
commended topics for siaff development, the PDC Network staff
heging designing and developing specific activities which will meet
these individual recommendations. The design of staff development
activities incorporates five fundamental principles to insure con-
tinued involvement at the districf level and to maximize the utiliza-
tion of resources: ' "

t) Activities must be field kased. - . .

2) A development team is bormed consisting of individuals
proficient in the topic area who represent hoth hlﬂhcr edu-
cation and the practicing profession.

3} The develepment team must agree to deliver lhe aclivities to
local districts. . R

4] The design must include activities at four levels r)f devnlop-
ment: '

4] awareness;

by skill development:-
¢) implementation: and
d) refinement. ,

5] Trajning activities mu«.t ditectly involve parlicipanis.

Concluding the selection and design of staff development ac-
tivities, the PDC staff develops a schedule of staff development top-
ics for the entire Network (Figure 7). This schedule is then dissemi-
nated throughout the Network where teachers. counselors, and ad-

‘ministrators make their selections and complete a computerized

registration card. The registration card (Figure 8) facilitates -thie
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timely registration of participants and provides information helpful
to the icader for lailoring and individualizing the staff development
activities to specific needs. Infofmation collerted on the registration
card inclndes the grade and subject matter taught by cach partici-.
pant. the school district from which employed. and the ratings of
knowledge imd concern for the staff development 10pic.

Figure 7 o .
Schedule for a Typical Staff Developmen Topic -
MOTIVATI )N. STRATEGIES
Workshop No. 12

..

This awareness workshop will snggest sflective techniques for motjvating chitdrea in
the « Lissroon. Partecipants will explore and gain knowledge of techniques for hoth
group and individuol proces: es,

Thurs. Sept. 13 $00-busn P, +8—RButler Counly H.S.
Margantown, MY
Tues . Sept. 18 410t 30 P 51 —Laewisburg Schoot
- Lewisburg. KY
Thurs., Sepit 27 400630 PAL S52-=Franklin-Simpson H.S.
Franklin. kY '
Tues . Ol 2 BA0-600 P +i1—Hart Counly FLS.
Munfordvidle, KY
Mon., Ot B H:00-6 40 AL EST) 3B—Meade Co. Middle Schoul
Brandenburg. NY
Thurs.. (xt 11 42006 1) P AL 47—Bowling Green 115,
Bowling Green. KY
Tues . Ch )G 4:00-b40 P.M, S3—Warren Central H.S.
’ Bowling Groen, NY
Mon., Ol 22 +:00-6:30 PAL (EST) sth—Elizabethtown 115,
Elizabethtown, KY
Thurs . Nov 13 30-Ren PO t1—Hantack County H.A.
’ Hawesville, KY
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Staﬂ‘ Develupmenl

T e Professional Divelopment Center N(-twurk oflers the oppor-
tmuly‘fur prafessionals at all levels to becoe involved in staff de-

“ve IUJ_JJh-nf at thre design and (I(‘Ilw-rv'ﬁw-l Poersons performing this

role niust be sure that the |niurmut|(m they are sharing is the most
valid and reliable available. Because of this. designing and delivor-
ing staff devolopment activilies is prulml;ly the best form of staff
development. .

The Professional Development Center Network offers leaders the

‘opportunity to upgrade themselves in their areas of concern, Funds

are made available to allow leaders to attend workshops. purchase

“training maferials,‘and field test the activities designed. The oppor-

wnity to collabarate 'with- professionals at different levels—theory or
practice—is also an added benefit.

Evaluation of Staff Development Activities

At the conclusion of each staff development activity. participants
conplete o six-point evalaation instrument (Figure 9} which focuses
upon objectives common to all staff development programs. Objec-
tives measured by.the evaluation inclugle: -

1) participant knowledge and concern for the topic prior to at-
lending the staff development activity.

Figure 8
Workshap Registration Card
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Figuré 4
Workshop Evalaation Caed

(//- PAOFESSIONAL DFVELOPMENT CTHTER NETWORK
WORKSHOP LVALUATION 1979-1440

i
i
MY RATING - DEGREE  THE - ExVENT THE . EXTEWT THL : £xTENT : MY PATING :
PYRIOR  TOD WAt 0 ACTIVITIES © ORJECSIVES © WRKSHP : AFTER: :
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i
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|
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uou'n YOU L(KE TO INCREASE YOUR §K|LL5 ON THES TOPIC? [ YES ) | NO ) {
LGRADE. ... SUBJECT TAUGHT. ... ..., .. ..., SCRODL DISTRICT. ..., ..., K., W

o
Vo

- — f

2y the degree ta which the topic presented was relt-\ranl and’
useful to the participants;
3) the degree to whuh activities were relevant and new for
participants; -
4) the exteat to which participants perceived Db]et.ll\l'eb of the
<ossion 1o be clear and 1o be met: ‘
5) the extent to which the activity involved participants; and
6) participant knowledge of and concern about the topic after
., the session. ‘
Evaluation data of each activity are su‘rnmanzed and a conference
is held witt¥the workshoy leader. -Strengths and weaknesses are
discussed. and the activity is refined based upon the data.

Fundmg of Netwark

Funds for the operation of the Professional Developmenl Center
Network are obtained primarjly fron: school district mermberships. '
Membership fees are established by the commission and assessed on
an"equitable basis by-formuta. The formula currently requires each
-district to pay $1 for each student in average daily membershrip, but

< “not more than a total of $3.000. Since staff developmenl funds are

limited. the commission felt that no district. regardless of its size.
_ihould be required to pay a disbropcrtionate share of the cost of the
operation. Mos districts in the Network are of similar size. however,
and. do-not-pay the'maximum amount.

[
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Local school districts deterpnine_their own sourtes of funds. Most
districts use part of their Title IV-( project maney to join the consor-
tivm, _ ! ,

The university contributes its share of the aperational cast by pro-
viding spage. office equipment. telephone. and .custodial services.
The dirottor of the Professional Development Center Network is
univessity staff mamber with full-time responsibility to the Network.

The fiscal agent for the Network is a member of the staff of a public

““school district. This arrangement simplifies the operation of the

Network and cnables it ta submit proposals for outside funding.

-

Related Activities

A.collaborative relationship between higher education an‘d publi¢
.schools enables the Professional Development Centér Network to
become involved in all areas relating to education.

Research is a continuing concern and. one which 'must-be
addressed. The Professional Development Center Network instituted
a program entitled “Research and Evaluation for Public Schools™ .-
This program initidtes action research at the local district level. In
operation only two Years. the program has completed 30 studies.

The Professional Developmént Center Network also assists in the
preparation of joint proposals for submission to outside agencies for
furiding. This effort enables everyone involved with the.Network to
s&ay on the cutting edge of educalio? . \ . .




]
CHAPTER SIX
Staff Development for a Large School District
Mira Baptiste and H. Prentice Bnpils!n. Ir.

-

With some 18.000 staff members assigned to approximately 200
sites. the Houston (Texas) Independent School District is a compli-
cated organization. Its staff development activities involve the kinds
of atlenllou and planning necessary n%nly to serve a large popu-

lation. but aiso to accommodate the taf needs attendant upon
urban sprawl ove¥ a lasge gﬁographlcal ea. Examples will be drawn
from the plans and programs which collectively comprise staff de-
velopment within the Houston ,System to illustrate successful
‘strategies devised to meet the multifaceted needs of mdmduals
organizations. and the total urban community.

"Staff development.” as used in th’s chapter..will always |mply a
dual focus—on the individual and on the organization—in detes-.
mining the needs to be addressed and the services to be delivered.
The term will destribe the aiding. supporting. encouraging.”and
continuation of learning opporturities and experiences which afford
the staff members of a scheol district with a plannéd program for the
improvement of the qualily of instruction and educational services
to the children of the community. Closely related terms in common
usage——professmnal developmenl. continuing education. on-job
training. professional growth. and inservice education—may have
specialized meanings and may be used for purposes ofinclusion and’
exclusion. as well as to show related concepts that are similar.

& ‘
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Withyn the prast two _vuurs.llue concept of staff developanent his
undecgone |:um{‘ih-l¢e change in Houston. Still respuisive 1o Lhe
needs of teachers, adminstrators, and sopport persounel.. stafl de.
veldopunient has hml to focu. increasingly an futare public need in
rapilly llhlngltl}, edacational circumstances, The Board of Educa-
tibn and the, General Superintendent -began to anticipate what lay
ahewd. and the necessary preparations far continual professional
geowth were woven us o common thread into a caomprehensjve plan
tor stall support. Marameters Tor development of thé program were
economic and palitical pressares fram legislative mandates, pro-,
grams spousored by state agencies, the school district’s own initia-
tive, the doesire for survival in the 80, thé quest for -control of
salarjes’ and the program “development efforts of prulvwmn.nl Or-

ganizations. . .
¥

Inservice Education’

Bv.August 1 of eagh vear the Houston Independent School District
n_l_u.:,J,filo with the Texas State Board of Education inservice plans for
each of its six administrative greas, This means that the Araa Deputy

“Superintendent and his or hsgstaff in each of those areas must begin
planning early each spring and submit a plan no later than july 1.
The formality of the procedure arises from State Board of Education
Poticy 63.02 mandating eight days of inservice education during

.1t.h school vear and detailing requirements for the use of those
dw S

Not more than three duys of the required eight days may be
used as preparation days. The school district moy, at its discre-
tion, count as part of the davé allowed for inservice training -
those instructional workshops plenned by or sponsored by re-.
giona] education service centers, the Texos Education-Agency,
or iastitutions of higher education. A minimun of one doy, or its
erquivalent, of inservice speciul education training must be~pro-
vided for regulor and special e¢ducators serving hendicapped
stadents, Not more than bne day of professionel association

% Guule to Betler tnservie s Edieotion m Texos (Austin, Texas: Tesas Edwcation
Mty Departgent of Professivnal Development ad Tnxtrue Gomal Services, GE 4
Ba1 o0, Mav puru)

194




L

A I‘,ul't.:!- Ht'llr!ml' Thstiied v ’ . . . - BT X L
v . . 4 . o
meetings nnty he counted as an inservice doy. Ndne of the in- . .
- serviee doys may hu- used to. ﬂmuhi(:l tho husim,-éas of profos-
sftonal associotions. . -
Participants shofl inclyde pmﬂ's;mlml and pnmpmfummnu!
b

' pvr-.nnm-! excepling clericol uu!m

The rormal school calentar contatns 183 (I{iys.;lﬁ’ﬁ days af instruc-

. tion for students plus 8 days of réquired insirvieo training, in addi,
, tion to which loca) school tllstrltl'. may l‘equire further days of 4

instruction/inservice, T .

Before continuing contract teachorsamd othyr ‘staff report for duty:
tenchers new to the school dfStrict rec cive two days of specialized
inscrvice trainihg. All parsonncl, both new and continuing. are en-
gaged in preparation activities for three davs before the school year
hegins. Planning thesy five days requires'the coordingted efforts of
building principals. department heads. professional teacher organi-
zations. area support staff. superintendents. and othir central offite
personnel. The complexity of this undertaking—including that of
designating-inservice sites within a city the size of Houston—can be

?illustrated by the fact that there is not a bu ilding within the school
district which will even arcommodate all the food-service personnel
for a central inservice.

The preparalory activities at the beglnning of the s(‘hool year oc-
cupy three of the mandated inservice iraining days for.continuing
staff. The rematning five days of inservice are spaced throughout the
school vear, with two of those days being spent in preparatory acti-
vites at the assigned sites. A program providing interaction between
parents, students. teachers, and the sthool, called Operation Fail-
Safe. occupies another two or three days.

CoorQination of the planning and reporting the planning to the
state agency is the charge of the-Staff Development Department.
Considerable aulonomy“is retained by each of the six administrative

_ areas within thé Houston Independent School District. and pegson;
nel of the central office act with comparable autonomy in developing

¢ plans to mesh with tife ldrger-plan. The need fot inservice training
"hevond the required eight days is the responsibility of the six ad-
ministrative instructional area superintéhdents, based upon needs
assessment. Throughout the school year instructional specialists
provide a eontinuing program .to serve the needs of new teachers,

. "

-
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and Getderally fundeed progriams ullfuh provide monios !nr nservice
tratning of specialized groups of instrugtars, For example, the
Emergency School Assistance Act pregram provides inservice in
emulticultural l-dm atinp for fac ulties of ESAA schools. Other inser-
vice (l[l[l’(ll‘llllltlil'h are provided by the vgumnl education sgrvice ”
center, the county (Il-p.lrlmtpn of gducation, other local agencies.
local mniversities, various state and federal agencies, angl pepedevel

Delivering inservice education to regular ape spoc iul education

Jeachers at different levels—ie.. clementary, Ht.umddry—ha\ re.

(rired special technology, .notably the utilization of closed: Cire it

cable television, Needs assossment survoys are taken “and=con-
pull-ruwl before programs are planned so that needs common to all
teachers in Ihe six administrative areas can be beamed broadly. and
programs on spotcinl needs can be aired' to more limifed groups.
Viewing sessions of one hour are planngd, with the second Balf hour
heing devoted to live respunses (o questions received during broads
casting. Several locations are equipped for viewing with closed cir-
cuit cable television. school sites are equipped with public broadcast

television. and vld(-u-re(.ord’d programs are shown ta specinl

populations.

Travel distance for administrative p#rsnnn#l ran be reduced by
conducting informational meetings through television hook-up
when vision® i important and *hrough radio when it is not. The
General Superintendent can speak to, all administeative personnel
assemhled at ten sites which receiye closed circuit cable television.
and a telephone system permits dialogne between the sites and the

_presenters during live broadcagls. Radio broadcasts are less oxpen-

sive for factual programs, are receivable at'each site, and can employ
the samy twolwvay communication as the television broadcasts.

-

As previously mentioned. preservice preparation of pew teachers
is separate from inservice education but is one of the connecting
threads to it. The Staff Development Department handles placement
of ahout 600 student teachers from dpprommalely seventeen univer-
sities at the 200 siteg within the Houston sy.stem. The variety of

instructional programs,offered attracts many oult-of-stale preservice

and inservice teachers. . .
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\l’r(-su-wlt«- aclivitios wclide slutlmll teaching, internshipg, abser-
vations, Tield-hased activitios. etc, The sidient bt thing progrimi is a
ind-generated progeam linked to ihe teacher centers established at
the lacal ;miw-rwiliuw Inservice credit for the programs pmst be pro-
‘vitled ta the supervising teachers or_ school-based Imt Ifer educators
i accordan: & wilh state teg 1s|.|lmn .

The Staff S&bnhﬁallnn Plun s et .

& Studies leading to a nnique Ia-|lur|; of the | I:mslnn mdependent,
- =School District the Sialf Stablilization Plan, WI_!]‘I!*]I!“I]I_I dutiag the
1978 79 schaol year to detennine the factors which affested the per-
coptions and attitndes of administrators and teachers in the Ilmlstu,u
svslem i, snhwqm-ntlv the amount of leacher Jumover its th
schools. Sutvey etidence indicated thal,-among the factors affec ling
job satisfactiog and the well-being of teachers, campus-level leader-
ship. stdent discipline. sec urltv and snpplies were hlp,h an the list -
‘of priozilies,”

As a resulp of this survey andlin rdiognition :1I"Ih,l: imporlance of a
wall- qnppn{bl-d faenlty to a good educationst prograin, the Board of
‘Education Tormulated a Staff Stabilizition Plan whick was formally
impletwenied in Ot tober of 1974 #This plan wis in part a ru'spunw ter -
ine-above-average percentpge of staff lurnbvers Io which the pecaliar
cconomy of the Honslon.metropolitan area ¢ oniMbuted. Evidence Of
the probjem was the fagl thal mld—yoar (1f 19749/80 found Houslon's*
school district still lackiag 300 teachers. All disirict ad;‘nlmhlralors :

) were lg share the regponsibility for taking -affirmative steps tp-ﬂn-
hanca stablilization of seaff. - .
The @ &VE‘I‘:I“ objectives of the plan. as statt'(l in Article Pwe‘tl:.m‘

ployag Pelicieshof the Board Policies and Proc edures 580. l}ll() were
fourfold: . : - . .
1} to raise the quality of instruction and educ 1Iumal serviges la
* the children of the communily; )
2) to raise the standards of the district as a whole: . .'7 &
3} 10 aid the indi- idual to grow and improve: ’
i} to establish. an dlmo“»pm-rt' of job satistaction and w(-l’l lwmp,
amgng the district's emplovees” )
Critical Factors identified by the district and addressed in the'plan
can be categorized into the following major elements:
= 1] teadership (building. area, dislri[:'lll-.-—z\ll district adminis-

LY

-

Aruitoxt provided by Eic:




Using rgaeizational Steucture

lrators shared in the responsibility for improving campus-
level administration snd 4 number of plans were designad
for use at the individual campuses. Onu of the plans do-
signadl to provide a personal support system 1o new teachers
wis to appoint Teacher Consultant F:'u(:ili'lm_orﬁ in Title1 and
ESAA schools, .
Security.—In order to provide teachers with a secure envi-
ronment in which {0 teach. plans were evolved to provide
cach campus with #%taff/student assault investigation tean.
building security inservice and check ligt, vandalism’ reim-
bursement, and security specialists,

Student discipline.—A Gode of Student Conduct provldpd
teachers with the right to deal with student discipline prob-
loms as they arose in the classroom,

‘Supplivs.—Four plans were devised to insure lhe availability
of instructional supplies: a basic su Pply list for eacii teacher,
a céntrai supply store. a mobile supply van. and the-de-
velopment of plans to meet the specific 'supply needs of
teachers in each hu1|d1ng

Ihu comprehensiveness of Lhe Staff Stablization Plan in praviding
- staff support paved the way for the development of the special plans
» which will be discussed in the following pages. '

/ $

The Secend Mile Plan

Designed to' recognize the commitment of classrcom teachers to
the instruction of children. the Second Mile Plan recognized six
special dimensions of this commitment and established a point sys-
tem and special stipends for those tfachers salisfying the conditions .
of sach dimension. The six dimensions for which stipends have been
paid are: ' N

1)
2)
1)
* 5]
K]

“3

hlgh p_plonl\. locatiqdi;
critical staff shortage:
“extended instructional service:
outstangdfhg teacher attendance:
professional growth: and -
outstandmg educational progress by students

The stipend offered for achieving each of the dimensions {under an

»
-
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established point system) is $100. and a teacher may be eligible for
and receive more than one stipend. A total 6f $5 million has been
budgeted for payment of stipends to teachers in the first two years of
the plan’s operation. A teacher must apply in writing to his or her
principal. and certification of compliance with baseline require-
ments by Personnel Services will activate payment of the stipend.

The first of the dimensions. high priority location. refers to
schools with concentrations of educationally disadvantaged stu-
dents. For each year of service at such a school. a teacher is eligible
for a stipend. Critical instructional areas in the Houston system have
bgen defined as secondary science (7-12). secondary mathematics
(7’-12]: bilingual (K-12). and special education (K-12). Teachers as-
signed to these areas are eligible for stipends under the plan.
Teachers qualifying under the third dimension of the plan are those
who conduct curriculum-related instructional programs for students
after regular school hours. up to a maximum of 50 hours. The
. stipend for teacher aftendancge is payment in exchange for ac-
cumulafive leave days. No absence by the teacher during the school
year will earn that teacher $500 in exchange for five unused personal
leave days.

The fifth of the dimensions for award of stipends is successful
completion of prescribed college coursework. with achievement of -
grade B or higher. One prescription is for coursework in curriculum
- and instuction appropriate to the teacher’s assignment area; another
is for return to graduate school to acquire certification in areas where
critical teacher shorlages exist. The final dimension of stipend
award applies to teachers whose students achieve an academic gajn.
as measured by standardized tests. greater than the median for simi-
lar schools in the district.

-Additional support services for the district's personnel available
under this plan include: a staff support team to assist personnel
experiencing situations which ddversely affect their professional
performance; staff financial counseling for personal financial prob-
lems: inservice on strategies for coping with stress: a transportation
network to provide staff with transportation to and from assigned
duty stations; a committee for grievances and complaints regarding
professional practices; expanded legal services for employees; and
service recognition ceremonies.
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Teacher Fadcilitalors

In recognition that the highest rate of professional turnover occurs
among ne.v teachers. the Houston Staff Development Department
was charged with the responsibility of developing a support system
for new instructional personnel. Two funding sources were used to
eslablish{a network of teacher consultant facilitators: Title 1 for the
elementaly component. and the Emergency School Assistance Act
(ESSA) for secondary schools.

.Teacher facilitators work with new teachers on the campus level
and are accessible on a daily basis to address matters pertaining to
professional growth and in-school relations and communication.
Tither as single individuals or in teams of two or three. teacher
facilitators serve one or two campuses with clusters of fifteen or
more teachers wh.o enter 8 mutually agreeable working arrangement
each school year. Activities to increase instructional effectiveness
focus on such things as collaborative planning, multicultural edu-
cation. and varying management styles. Supervision of these peer-
level teacher facilitators and reporting their activities on a monthly
basis is the responsibility of the Executive Director of Staff De-
velopment.

Implementation of the plan for teacher facilitators began in the
1979/80 school year with the appointment of 14 facilitators at the
elementary level and 14 others at the secondary level. Teachers par-
ticipating in the programs at 30 schools h - overwhelmingly indi-
cated their satisfaction with the services in the form of feedback

queslionnaires returned on a regular basis by the 450 teachers sur-
veved.

Professional Growth—Degree Programs s

The concern of the Houston Independent School District with fu-
ture needs has been mentioned previously, and this concern has
obviously been stimulated by the burgeoning economic growth of
the area and the consequent population explosion. Needs assess-
ments conducted internaily within the past five years have indicated
that shortages of bilingual administrators. reading specialists. nurse
educators. secondary mathematics teachers. bilingual counselors.

1id
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instructional aides. secondary suience teachers. and bilingual
teachers would occur within the district. Approximately 25
tooperative arrangements were undertaken with threo local univer-
silies to provide coursework for HISD personnel in the identified
areas. Most of the plans provided for a Master’s degree program with
tertification in the needed areas.

One university provides training for bilingual administrators and
reading specialists. Participating HISD personnel receive tuition and
books on a reimbursement basis from the district. Each program
consists of at least 36 credit hours and the participating teacher is
certified in the designated area upon completion of the program.

Another university set up a Master's program for secondary-math-
ematics teachers. nurse educators. and bilingual teachers, with the
district paying for tuition and books of participants on a reimburse-
ment basis. Bilingual teachers are also certified after completion of
100-hour institutes. ]

A third university pro.ides a bilingual counselor certification-de-
gree program on a reimbursement basis. and the training of instruc-
tional aides is accomplished at a community college through two
programs: one a career lattice leading to an associate degree. and the
other a clock-hour program for increased skills.

Each semester approximately 25 professional personnel enrolled
in Master's degree programs at each of the three universities. and 60
to 70 aides enrolled at the community college. Participating em- -
ployees make commitments to remain in the program until comple-
tion and to remain with the.gistrict for two vears after completion.
Within the last five years an estimated 300 teachers have received
certification/Master’s degrees from these programs. and some 600
aides have been enrolled in one of the two programs. with several
aides continuing their training to graduation.

Under the Staff Stabilization Plan teachers are paid 2 direct
stipend for completion of each six hours of callege courses that are
directly related to their assignments or that are in preparation for
certification in one of the areas of critical staff shortage.- The district
pays no stipend for courses in general educational administration.
counseling. and guidance. but the salary schedule for Bachelor's and
Master’'s degree levels is incentive for continued professional prepa-
ration.
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Administrative Internship Program

In order to select and train a cadre of individuals qualifiod for
consideration for principalships. the Houston Independent School
District created the Administrative Internship/Renewal and Man-
agement Skills Updating Program. Department heads. in coopera-
tion wilh the Staff Developmenl Department. set up competency
modules for various areas of administrative skill. Training of per-
sonnel in the various competency areas involives active participation
of candidates in the management af the school under the supervision
of the huilding principal and area superintendent.

All assistant principals assigned after August of 1979 serve a year
and a half of internship. Successful completion of the internship
program qualifies the individual for consideration for a principal-
ship. The program also accommodates potential administrative can-
didates. Those not serving as assislant principals who see principal-
ship as a career goal are identified through recomimendations and
interviews and are permitted to work toward administrative com-
petencies while remainifig in their presently assigned positions.

The program for the_1979/80 school year identifies 99 interns.
including the assistanl principals assigned in August. Department
heads within the school district have developed 50 training modules
divided into five categories: community-school relations. staff per-
sonnel development. pupil personnel development. educational
program development. and business and building management. The
instructor for each module is a practicing administrator {department
head) who implements activities according to an established time
line and evaluates the progress of participating interns. At estab-
lished check points the progress of the interns is reviewed by an
Internship Review Team comprised of.the General Superintendent,
the Superintendent for Area Administration. and the Superinten-
dent for Instruction and Support Services. Maintenance support for
the intern program is provided by the Staff Development Depart-
ment. which also assists the Associate Superintendent in the im-
plementation of each cycle. S

Conclusion

Fifty years ago. staff development was a matter of individual
motivation. Teachers interestad in gaining certification. increasing
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their salary schedules, or gotting out of their classrooms.to other
positiong took university courses. This process of self-improvement
was peculiar to this gountry and to the teaching profession within
this country.

The largest school district in Texas has moved far to the right of
the practice of fifty years ago. Programs and plans of HISD reflect a
growth approach based on the assumption that no one person can
ever master all the facets of the complex activity known as teaching
and that many routes and choices must be provided for individuals
of differing talents. This growth approach contrasts strikingly with
the defect point of view, which begins by diagnosing weakness.
programs to correct that weakness through change. and in doing so
de-emphasizes the rationality of individual choice. ‘

A staff development program which provides a workable system,
allows for a wide range of individuality among staff members. in-
creases rather than decreases the options available. and assists the
_staff member to clarify personal perceptions of self. school. and soci-
ety has been conceptualized and implemented by the Houston Inde-
pendent School District for its staff members. At the apex of the
program is cooperative relationship, bolstered by realistic commit-
ments for follow-up. support. evaluation. and maintenance.




"PART IV
Planning and Developing Programs’

’

S

The third area which can be employed in changing schools is'pro-
grammatic in nature. Students study curricula composed of various
" combinations of the traditional 3 R’s and other subjects. The balance
among disciplines shifts with sociological and political pressures.
During times of national emergency. American history and patriotic
themes are more s‘rongly woven inlo the fabric of schooling. The
achievement goés down. reading and mathematics are stressed.
Drugs are discovered in the high school and drug education is iitro-
duced into the secondary school curriculum. With new programs
comes the need for staff development.

_Inservice itself is composed of substancé. It can include areas as
diverse as teaching skilis development, dealing with teacher stress.
aesthetic education. and Chisombop. Which of these is included in
options {indeed. if options even exist). and the relationship among
them become elements of staff development programs. Some ques-
tions of concern related to inservice programs include these:

sAre program requ:remenls*clnd Componenls known [wntlen?
available?)?

eAre program moaterials readily avulluble and easily obtained?
Are procedures for obtaining resources oOr using equipment
known?

ols there a process for evuluuting the “fit" of program elements?

®Do instructors and program personnel know how their con-
iribution is part of the-overall pregram?

®[s there a program evaluation system?
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By what process are program elements and precodures re-
vised? ) :
®Who assesses competency achievement and at whet points in
the staff development pragram? Who is accountable for qual-
ity control?




CHAPTER SEVEN .
Assessing Needs and Prioritizing Goals
Linda Rubin and John H. Hansen

. \ . )
Needs assessment is a process for recognizing the diffE?rences be-
tween conditions as they are and as they should be. Even though

needs assessment is the first critical step in identifying problems to

be addressed during inservice training. there is 0 one “correct”
method to achieve it. If the process is to be successful. it must be
closely bound to the immediate needs of a specific locality. a specific
institution or group of institutions. and specific individuals—both
students and. teachers. * '

The ultlmale geal of needs assessment is ‘to identify lrammg goals
which can be used to bring about changes beneficial to the education
of children. As such. needs assessment identifies the differences
between the information a teacher has to ‘teach successfully and
what additional information he or she needs to be more successful in
a given area. .

American educauon is currently in a stage of rapid change as
response to the needs of a rapidly changing society. The educational
goal of the immediate past was to assimilate as ' many young people
as possible into the culture of middle class society. That goal is
changing slowly from conformity to recognition of cultural differ-
ences among students so that individual needs can be identified and
individual abilities can be cultivated to tap the full potential of the

¢
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stuclont, Inservice l‘rai'ﬁing specific to local conditions is necessary if
teachers are to he.successful in this attempt,

Even thoogh necds assessment must be site specific and the pro-
cess must accomniodate the whole spectrum of local conditions, it
consists of three basic steps: development of goal statements, -
prioritization of identified goals. and selection of specific goals for
achievement. A variety of models for identifying and prioritizing
goals are available for adaptotion. Three of them will be discussed in
the following pages. A .

Identification of needs can take several forms depending upon the
target group and the degree of responsihility the program developer
is willing to assume. One group of processes requires direct teacher
involvement jn the identification of the needs (Freedman, Hu_ckaby.
and James. 1975), The major premise of this appreach is that owner-
ship of a program which teachers constder relevant is the best assur-
ance of involving the participating teachers in the program's suc-
cessful outcome. Another approach (OCUTE) assumes that those
outside the system to be improved are best able to study and observe
true issues from an unbiaseéd position. |t calls upon experts from the
field-and from university settings to identify gaps at the root of the
suiface problem'% and to acquaint the teachers involved in the pro-
gram with those gaps. fn between these two exiremes. other pro-
grams focus with varying degrees upon invelvement of target groups
and experts in the effort which all programs have in common. to
identify {he gaps between “'what is” and "what should be”' (Kaufman
and English. 1979). ‘

After the gaps have been ldenlihed they muist be translated into -
goal statgments. desired outcemes {ends} as opposed to methods
(means). A goal must be thoroughly understood and explored before
any decision is made about how to reach it. Much educal:ona] failure
can be alfnbuled to incorrest, and imperfect definition of goals.
When goa]s are imperfectly id ﬁllhed and confused with the means .
to attain them. evaluation deteriorates o a slmple choice between
use or noh-use of methods.

Prioritization follows identification of goals It can be made at
several levels. spanning the range from client group decisions to
expert decisions. Who will prioritize is only one aspect of this pro-
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cuss. How the decision-makers wil) prioritize also deserves cereful
consideration. A few of the several processes available will be dis-
cussed in the following sections of this chapter..

The third stage of the assussmont process. selecting goals to attain,
is a crucial one requiring consideration of several concepts simul-
taneously. Practicality. urgency. and awailability of resources must
all be.taken into account when choosing goals for inservice training.
Determination of the mode to use will depend upon the specifics of
individual sites. Again, several methods for making these decisions -
will be outlined. L . )

As important as the thyee steps in the needs assessment process,
are. the time allotted for them is precious. The more direct the
teacher involvement. of course. the greater will be the demands
upon the teaching staff. Even-reliance upon an outside expert will
cut into teachers’ time. since no responsible expert will ignore the
skills of the teachers involved or the information which can be de-
rived from ‘their perspectives. Most models for needs aseessment
involve teachers in one or both of the following ways: ’

efacher generation of needs statements: "
eteacher reactions to needs statements generated by other pro-
fessionals and/er instructional experts. ’

Selection of appropriate participants in the process of decision-
making is not the only problem to be faced in the development of
inservice needs assessment. Cost {in both time and ' money) will force
choices in types of data collecled.and frequency of collection. The
value of the data to be derived must be weighed against resource
restrigtions. Furthermore. khe data derived may vary widely if’as-
sessmenl is done on'a distFict-wide basis. What is urgently needed at
one school site in a district may be insignificant at another. To a::ld to
the challenge. needs assessments must take future as well as present
needs into account-Today's need may become yesterday's problem
by the time planning and implementation are completed. Future
directions of socistal and educational. needs must be projected in
order to develop programs which are not too soon obsolete.

Potential problems other than those described can be expected by
those who try to develop inservice programs responsive lo the needs

“of teachers and school districts Anticipation of those problems i
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i ilitated by inderstanding the choracteristics typical nf a suceoss-
“ful inservice needs assessment model. Experionce his indicated the .
importane: of the following:
1) The tracher's input is ruqumh-(i
2), The relationship butwoen this input and lIl!Ilvurv of inservice
training is visible. ’
31 Individoal shool noeds are identified unll addressed as well
as district-wide needs.
Several sources of data are used and a variety of perspectives
are solicited, )
Maodels are chosen for flexibility and independenceof their
activities so that decision-makers can decide how much .md
what types of data should be collected.
6} An-atlempt is made 1o predict fuluru needs of the school
district and the teachers. .
No ona model for needs assessment is.a panatea. The three pre-
senfed in the following pages represent varying approaches and
different philosophies. Individual circumstances should dictate the
proess to select for emulation. The selection presented here was
derived from the work of a clinic on inservice education sponsored
by the American Assopciation of Colleges for Teacher Education held
in Chicago on March 1, 1979. A monograph was derived from sum-
mations of the processes describfd by clinic presenters. and that
monograph forms the basis of this chapter.

OCUTE . - .

Located gn the campus of the University of Oklahoma. the Okla-
homa Consortium for Urbgn Teacher Education (OCUTE) is gov-
erned collaboratively.by,iocal school agencies, six colleges and uni-
versities. site, school representatives, district representatives. com-
n.unity represenlalives“and the State Department of Education. It
was originally eslablished to develop a needs assessment process for
an ethnically diverse middle school. QCUTE's major goal is to es-
tablish and document those processes which are required for a
training project centered on client needs which is field based and
collaboratively governed. While the process developed can be
utilized on a variety of target groups. the focus of this discussion wlll )
. be upon inservice 1eacher educ allon . -

%
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The OCUTE program devalopmen) process has four phases. the
first two of which involve suverul stops. Figure 10 outlines those
phases and steps.

. Flgure 10 .
.The OCHTE Program Dﬂolopmonl Process:

Phuse |--Devlop proposal ' .
‘L Step 1—Analyze project snvironmont” . -
Stap Z—Determine possibile prolect gnals
Step 3—Conduct preliminary needs assessmont -
Stap 4—S5elect project gosls '
Step 5—Write proposal
Phase I1—Plan program ) . .o
o Stop 1—Validate needs
Step 2—Prioritize project goals
Step 3—Determine program objectives
Step 4—~Design dnd develop programs
Phuse lil—Implement program
Phase [V—Assess program . . 4

The first siep of Phase 1 is assessment of the.project site environ-
ment. which includes information regarding philosophiés. goal ob-
jectives. structures, etc.. of all institutions invalved (i.e.. State’
D.O.E., local school board. local school site. etc.). Such variables as

. student. teacher. and administrator perceptions. physical environ-
> mant, scheduling. and group strategies are considered. This leads to
" determination of possible project goals from a criterion of attalnment
possibilities. At the second step decision-makers defermine the
range of potential (not limited to the possibl4) points of impact. The
preliminary needs assessment of step 3 complements the data de-
veloped in, step 1 to permit determination of the needs which the
selected process will possibly address. Input includes teacher at-
:titudes and competencies. student attitudes and behavior, schuol
 district needs, discrepancy evaluations. community needs.
administrator/isuperintendent perceived needs. andfor university
needs. From the objective and subjective information which is
gathered, the needs of greatest import emerg.. to delimit the range of
potential goals. Goals are not ranked at thjs time.

Phase 11. program planning. begins with an expansion of needs

assessement data gathered in Phase I. Expansion is.achieved through
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- the use of a variety of evaluation pracedures und instnimonts (i.e.,
r%.{iulmsum Feachors Attitude Inventory. Cultural Attitude Inventoty..
Middle School Needs Assessment Questionnaire) and through the
‘use of sach process infogmation sws team goals or opjectives and
interpersanal relptions, '&c decision-maknrs then priortizo the
needs and determine possible staff developinent activitios, present-
ing these activities to polential participants for ranking, Th/osu with
ther highest averall rankings are prioritized as the second step of this
phase and are then translated by the decision-makers into specific,
accomplishable, aneasurable program objectives whiich will provide
direction for design and-development of program*activities. At this
point. the actual develapment of the training program can be in-
itiated. ,
Phases Il and IV ifvolve mmplementation of the program and its
. evaluation or review. The ¢Complexity of the evaluation depends
upon how specifically the program objectives were described and
how measurable they ‘are. Both pre-progtam and pf)v.t -program mea-
sures are used. mvcﬂvmg objective and subjective feedback from
partic |pdnls ‘this formative evaluatwn hwqmea a part df'the inser-
vite process. ] .

The OCUTE program involves outside experls as decision- makers '
but county dpon potenllal particippnts for input through needs as-
sessmerjt and for ranking of the activities prioritized. In this manner.
potentigl participants share responsibility for orientation of an in-
-.urvu.o program.and their feedback (through pre-tests and post-tests)
pruwdeq the project planners with the information to revise the
sraining program if this is deemed necessary.

The Illinois Problem Index ..

_The Hlinois Problem Index (IP1) is a diverse model which. while
structured. offers flexibility according to clierit group needs and
constituency. with client groups ranging from State Department of
Education personnel to local site-schoot personnel. This needs as-
sessment process was developed by the lllinois Office of Education
to aid local school districts in jdentifving problems as they are per-
ceived by, various groups. evaluting perceived problems im.the.
context of existing evidence. and assessing the degree'of importance
of. problems in terms of the time and resources which the decision-
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makers are willing to ullot to vach. Thyprocess is (|("i( ribed in detail
in- i users'emantal.- : _

The sgven steps gf the IPI format are depicted in [‘igurv 11. with
the tim€: line from TMeption to completion of the assessment phase
bemg apprlﬂlmamly two’ months. In this orocess threg survey in-
struments are administered lnvo{vmg 50 general categories
(Rrouped into 12 problem aroas} wly( I are malt,hed with 20 specific -
prublem statements. L. -

Step 1 of the IPi process is organization of personnal to conduct
“the. «program. .including selection of the, IPl committee. "the coor-
dinator of activities. the faciljtator. and a liaison for interested or -
involved parties. Organizing the IPI tommittee from a.broad cross
section of participants to serve as the main d,actston mak&g body for
the prorosa is a’carefully considered aclwily'in this sep. ‘Member-
ship may. mclude parents. leachers. #dministrators. school .board

. . members.: testiméasurement/evaluation 6ersonne°l .Jocal business

people. elc.. with the strategy for selection depending upon the na-
ture and goals of the needs assessment. For example, if the inservice .
is for teachers at only one school, the committee may be répresen-.
tative only of teachers at that particular school.

Conduclmg the first meeting of the IPI committee corrslllules the
seeond step. At this meelmg the IP1 dlreclor orients the members o
the purposes and procedurés of the 1PI process and introduces them’
to the assessment mslmmenls The members themselves demde the
“who.” *what.” and “*where's” of the process: They decide who are
to be the respondents to the three surveys and they may ajsa be
responsible for the actions recommended based.upon the problems
identified through the process. The first meeting of the committee is»
‘usually algo the occasion for administration of the first instrument.
which lists 12 problem areas and 50 general problem cafegories.
Respondents are requlred tc rate problems and rank them by im-
portance so lhat the data can be analyzed for presentallon at the
second committee meeting. B

The sécond meeting of the IPI committee. which is step 3. consmts
of three al'ctlwlles providing a summary of responses to Instrument 1.
negotiating for consensus on high-priority general problem
categories. and administration of Instrument I The total of Instru-
mént II consists of packages of instruments for each of the problem
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Figure 11
The IPI Procesa as Purtrayed in the Users’ Manual
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categories. Only those portions of the instrument p'ertairii:g to the
categories selected are used. Thg Purposes of this instrument are
threefold: (1) to indicate if statements reflect problems (yes. no, un-
decided): (2) if yes. at what grade(s): and (3) to determing what
evidence can be cited ta support the existence of the problems. The -
respondents to this questionnaite may or may not be the same as
those who responded to Instrument L, and the results generated by
this instrument are presented at the third meeting.

At the third meeting of the commiltee (step 4) the results derived
from the yse of Instrument 1l and the validating evidence for these
results are discussed. The major goal of this review is restriction of
specific problems in each category to those given highest priority so
that problems are reduced to a workable number..typically the top
30. Discussion revolves about validation of evidence for priority
problems. including decisions about what evidence will be accepted
as valid. Evidence can range from lest scdres to the TPl instruments
themselves. depending upon the types of problems. This discussion
should result in the setting of decision rules for such evidence. -

The fifth step, which is taken at the fourth committee meeting.
consists of validation of specific problems. selection of specific vali-
dated problems for further analysis. and the administration of In-
strument [1I. The instrument provides data regarding the exlent to
which resources should be allocated in the solution of particular
problems. As with the two previous instruments. the [Pl committee
may decide that groups other than themselves are better qualified to
provide the answers. ’

Al the fifth committee meeling. step 6. three activilies are in-
volved: {1} review of the data summarizing Instrument 11} {2) negoti-
ation on preparation of alist of targe! problems. and (3) dissemina-
. tion of the results to the community and target group(s}. In evaluat-
ing the data provided by Instrument [lI. the commilttee must take
care not to overtax limited resources and thereby produce an ineffi-
cient. watered-down program. Cohesiveness and interrelatedness of
program elements should be considered so that an effective. efficient
program can be developed and presented for best effect to the target
group(s) and/or the community.

r
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The TEC Neads Assessment Model
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Assessing Neods

Needs Assessment Package

Two institutions—Teacher Education Projects. College of Educa-
tion Florida State University (TEP). and the Research. Evaluation,
Development. Experimentation [REDE) Center of the College of Edu-.
cation at Western Michigan University--both yse an approach to
inservice needs assessment which was initially developed by TEP to
facilitate the move toward Teacher Center inservice training pro-
grams. The Teacher Education Center [TEC) Needs Assessment
Package (Freedman, Huckaby. and'James. 1975) articulates this ap-
proach through a model and a set of related instruments and proce-
dures for the identification and delivery of inservice needs based on
the following assumptions:

1) The classroom teacher’s opinion is a primary and respected
source of information related to need identification and
prioritization.

2) The relationship between teacher requests and delivery of
inservice must be direct and visible to the classroom teacher.

1) Inservice needs must be identified and addressed both at the
district and at the specific school levels.

4) Inservice needs must be identified by the individuals and
groups within the school community which serve distinct
functions and represent divergent perspectives and knowl-
edge bases.

The inservice Needs Assessment Model (Figur: 12) is organized
into two implementation phases: an annual phese (Figure 13) in
~ which teachers of selected “target” schools deriv: needs sper fic to .
those schools. and a triennial phase {Figure 14} in whirk needs are
" derived .on a district-wide basis by a variety of “source” groups
- within the educalio&:al community. Activities in both phases are
conducted in the first yvear and every third year thereafter. with the
annual phase servinglas the yearly update for the three-year cycle. In
both phases of mode| implementation. the process consists of four
sequential components: (1) derivation of needs statements; [2) de-
velopment of a mastgr list of inservice needs; (3) prioritization of
needs on the master list; and (4) preparation of an inservice plan for
meeting inservice needs.




) Planning and Duveloping Programs
"During the initial and training phases of model implementalion.
the process of deriving needs requires activities involving:

. 1] The instructional staff of selected (target) schools use a force
field analysis process entitled "Inservice Needs Assessment
Process' {INAP), school staff version, to identify concerns
and the forces which influence them.

The districl administrative and supervisory personnel derive
needs through the administrator version of the INAP process.
Fulure directions of training needs and district priorities are
formulated by a commiltee using the Future Directions ver-
sion of the INAP. _

4) Representatives of individual leachers derive needs using
the Generic Skills Inveﬂlory (Carey. 1975). N

Figure 13
The TEC Annual Phase Aclivily Chart
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Step

Instruments/Procedures

Parsonnel

A-1 School s1aff
detivalion of
needs

Inservice Needs Assessmenl
Process [INAP) Module,
School Vearsion

A-2 Development of Calegorization svstems used

Master List
of School-
Based Needs

A.3 Rating of
Needs on
School.Based
Master List

A.4 Preparation of
Annual Report
to TEC.

in previous annual Master
List development

Likert Scale Raling Inslru-
ment altached 0 Master
List

Represenlative sample (25%)
of tescher populations in
selecied elemenlaiy. middle.
and high schools

' TEC staff

Representative sample (25%)
of counly leacherl popula-
lion

TEC staff and TEC Advisory
Council
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Assessing Needs
5) Instructional experts derive needs from the analysis of stan- -
dardized test data. " )
Needs derived from these processes are compiled into a master list of
inservice needs and are presented to samples of the same groups
originally consulted for prioritization using a Likert scale. Results of
the rating are weighted to insure that teachers’ ratings have the
strongest influence on the final list of prioritized inservice needs.
In 1975. this model and the related instruments were field tested.
with the resultant product being called the Teacher Center Needs
Assessment Package (NAP). NAP is a procedural guide containing
detailed instructions and the materials required to utilize the model.
High priority is given to teacher opinion. which is assessed both
through generation of and reaction to lists of needs. and to identifi-

Figure 13
(Continued}

Schedule

Suggested
lime
of year -

Approximale

Step time required

A-1

Display

MarchtApril  7-9 hours 1) List of 10 needs identi-
fied by each parlicipal-
‘- ing school ’
2) List of lop 5 needs for
each school
1 week 1) Master List of Inservice
Needs organized by cate-
gories )
f X ”

MarhiApril

Within one
month of

completion
of step 1-A

summer

2 hours teacher
time with 2-3
week period
between mailing
and return of
Likert Rating
[with reminders)

2 manths

1

Likert Scale rating mean

for each need on Master List
Unweighted mean for each
itemn .
Equalized mean. which
equalizes group influence
of elementary. middle. and
high school teachers

TEC staff recommendations
to TEC Advisory Council for
inservice training priori-
ties. with supporting dats
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The TEC Triennial Phase Activity Chart

Slep

Instrumonis/Procedures

Personne]

T-la Administra-
lotisupervi-
SO person-
nol deriva:
tion uf needs

Tl Future )irec-
tiens Com.
mittee deri-
vation of
needs

T.l¢ Individual
leather deri-
valion of needs

T-kt Instructional
experl Deri-
valion of
needs

T-2a Development
of Master
service Needs

T-2bTEC Revision
and Approval
of Master

List of Inser-
vice Needs/
Rating Weights
Rating of
needs on
Master List

T.3

Inservice Necds Assessment
Process. Administrativer
Supervisory Vorsion

Inservice Noods Assessment

Process. Fulure Directions
Version

Generie Skills Inventory

1] Matrix A—Subject maiter
identificalion

2) Matrix B—Suhjecl Matter
deficiency

3} Critical Skills Identi-
ficatien Form "

4] Critical Skills Priori-
tization Form

Lists of generic skills
categories utilized in GSI

NiA

Master List of Inservice
Newds with Likert Scale
Rating Form attached

Samples of school level and
county lovel administrative
personnol (approx. 5:%)

Samples of weachers. princi.
pols. district-level adminis.
trotors, evaluation or in
structional design special-
ists. and College of Educa-
tion faculty from FSU and
FAMU (approx. 10-15 people)

25% of teachers from Elemen-
tary. middle. and high
schools

1) Measurementevaluation
axpert .
2] Instructional experts

TEC staff

TEC Advisory Council/TEC
staff

- I

Samples of populations
represenied by source
groups

-
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Figure 14
[Gontinued)
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Schedule

Suggustod
limp ApproXimate
of year time required

Product

Novembor- 6 hours actual
fannary mesting lima

Novemher- 6 hours actual
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cation of needs specific to individual schools. Activities involved in
derivation of school-specific needs are designed to increase the visi-
bility to participating teachers of the relationship hetween needs
assessment and delivery of related training or séhvices. As a
safeguard against a narrow perspective and a waste of valuable
skills. the model provides for collection and prioritization of needs
from a8 wide variety of sources. However. the system is organized to
allow maxiumum independence and flexibility among activities so
that a district can balance the need for maximum data collection
against the availability of resources.

The package was constructed when needs assessment was still
relatively new in educational literature on the assumption that the
responsibility for conducting assessments might be assigned to
those with little or noexperience with the concepts and the language
involved. The simplicity. detail. and completeness of preseniation
combine inlo a "cookbook’ approach giving step-by-step descrip-
tions of even the simplest procedures involved in assessment ac-
tivities. Care was taken to preclude the need for inexperiericed im- .
plementors to design materials or develop processes. For each activ-

recommended in the model: the package contsins the following

ems: '

1) a statement of the purpose of the aclivily;

2) a list of required materials. including all instruments; _

3) a detailed list of functions which must be performed before
implementation of the activity;

4} adelailed list of functions that must be performed during the

" activity: ' .

= 5] a description of the products expected of the aclivity:

6) copies of supplemental instructions for thoseé who must im-
plement or analyze the results of the activity {such as
facilitators” guides and detailed instructions to computer
prog'rammers]‘

The TEC Needs Assessment Package represents implementation of
an approach to inservice needs assessment based on collaborative
decision-making of all individuals and groups with significant roles
in the school system. emphasizing teachers as the most important
sources for needs derivation and prioritizatiom: All activities are-
goared not only to collect relevant needs assessment data, bur also to
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build support for and involvement in the resultant inservice pro-
gram. Failure to involve any individuals or groups necessary to im-
plementation of the inservice program can seriously impair program
offectiveness.

Other Models

Even though the three models for assessing needs which. have
been described represent diverse approaches. they are not all en-
compassing. A myriad of processes exist, some of which have
unique approaches. Eight other processes will be described briefly.
with emphasis upon the portions of them which are unique.

The Clinical Inservice Model of the Univers ity of Houston Teacher
Corps Project incorporates a focus upon individual needs of leacherq;:}
which are dealt with through inservice on a one-to-one basis be-
tween a clinical instructor and a classroom teacher. Staff ‘develop-
ment plans are developed through monitoring mdmdual needs and
a variety of instruments are utilized in the proeess.

The Multiple Source Assessment Model [Education DeveIOpmenl
Center, Jefferson County Public Schools. Kentucky) addresses both
organiaational/programmatic needs of school districts and perceived
professional growth needs of individual staff, Qom teachers and ad-
ministrators. Needs are defined from a variety of sources through
surveys, objeclives questionnaries..and a variety of other means."

The Concerns Based Adoption Model (University of Texas at Au-
stin) involves the conceptualization of the ways in which teachers
change as they become familiar and involved with innovations in
programs, processes. and/or practices in their schools. Needs are
identified through interview. open-ended statement surveys, and a
questionnaire which relates to stages of concern regarding innova-
tion. so as to enable those responsible for inservice to select or pre-
scribe the types of support teachers require when they engage in a
change effort. One goal is to help teachers resolve lower concerns so
that they can move to higher levels of concern.

The State University of New York at Oneonta uses a six-phased
process aimed not only at involving elementary and secondary
school personnel in identifying their needs. but involving them as
well in identification of potential delivery systems for meeting those
needs on a personalized basis. The six phases of the process are:
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1) a creative or divergent phase to identify potential goals
which are then clarified and clustered:

2) aconvergent phase which produces a rank order for the ends
identified ;in phase one; -

3) a second divergent phase to identify possible means to dc-
vomplish the prioritized ends:

4) a socond convergent phase to assign values or weighl pef-
formance assessments to the means;

5) o methodology for plotting the relationship between ends
and means;

6) interpretation and evaluation of the results of phase five in™,
order to identify a systematic course of action,

The results of the six-phase process used for goal identification
and prioritization are then applied in seven phases of gctivities in
the needs assessment process: . ~

1) general inservice questionnaire—for input from various
groups and development of an advisory group representing
this variety:

2) inservice conference—advisory group:

3) second.questionnaire;

4) second conference;

5) implementation of inservice offereings:

6) evaluation:’

7) recycling to goals by way of a spiral loop.

The University of South Florida has developed two models. One of -
them. which is utilized in a 14-county Teacher-Education Center
community. involves instrumentation and a process of “localizing”
the instrument results, techniqge for weighing the data, develop-
ment of a programming format. data interpretation using a
compuler-based system, reporting of the data, and implementation.
The second model—a three-way collaborative effort of a university, a
public elementary school. and a community—involves identifica- -
tion of areas of responsibility and development of components by
university personnel. formation of committées for each component.
development of component objectives. an implementation plan for
each objective. development of a format (mission statement) for each
objective, an outline of specific tasks for each objective, enabling

L]
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Jactivities for each objective, and finally distributlion of this informa-
~ tion for general feedback and implementation. _
/ The St. Louis University Teacher Corps Project uses a model in-
volving formation of a teacher inservice committes consisting of
teachers representing each level within the school (i.e.. primary,
middle, upper. and special units). This committee is responsible for
designing and conducting neads assessment through meetings be-
tween individual committee members and each teacher in his or her
unit in whith a list of areas of concern is established through a
questionnaire. This is combined with further input from community
members. university personnel. and students for review by a sqb
committee which develops a finalized list of concerns. An instu-
ment to measurealevels of concern for items in the final list is ad-
ministered to principals. teachers. aides, and community members.
The results are reviewed by all interested- parties. goals for inservice
are established, and programs ate designed to meet the goals.
Atlanta University Teacher Corps utilizes a collaborative process
involving representatives from all areas affected by inservice to de-
velqp skills to accommodate the educatjonal rieeds of learners. The
procesé involves teachers in a wide range of da}a-collection ac-
tivities {interviews to observation) to insure continuous and
dynamic assessment of inservice needs.” :
A task force concept for needs assessment was used by the Univer-
sity of New Hampshire and the Portsmouth Junior High School
Teacher Corps Project. By means of courses offered for graduate
credit. local school teachers designed and developed their own
needs assessment process. In this manner the locality developed its
own “experts” to produce a plan responsive to the specific charac-
lerislics and constraint$of the school and the staff. .

A

Su mmary

The mudels discussed in this chapler reflect a variety of processes
currently used throughoul the United States as initial steps in de-
veloping viable inservice programs refleclmg teacher needs. All
begin with needs assessment. not in itself a panacea for inservice
programs. but essential to the systematic planning which leads to
the successful adoption of educational change.

+
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Further information about the needs assessment models discussed
in this chapter can be oblained from:

B v f

Atlanta University. Burnott Joines. 233 Chestnut’Street SW. Allonta Gueorgin
HE L JUHGHB 7607, I

Florida State University. John Hansen, 402 Education Building, Tallahassee,
Flovida 3206; 904G44-4405,

University of Souttriflorida, ]ulm Bullock, College®of Educ alum Room 04,
Tawpa, Floride 33620: 8 £4974-2 1000 X293,

University of Houstop. H. Jerome Fretiberg. 450 Farish Hall. Houston, Texas
T7O4: 7 LHT49-3010, - Lo

Iinois Office of Educ ation. Larry Werner, 100 North First Streot,
Spriagfietd. Ulinois 62777; 2017/782-4823. '

[efferson County Public Schools. james L. Stone, Jr.. 3819 Bardstown Road.
Louisville, kenlucky 40222; 502/456-3 154,

Western Michigan University., Barry Jamnes, REDE Center, halamazoo,
Michigan 49008; 6167380-4068,

- University of Now Humpshire. Carlton Brown. Teacher Corps Project.

Portsmouth Public Schools. P(Csmoulh. New Hampshire 03801; 603/
HE2-23t2.

State University of New York at Oneonta. Robert Gabrys, Oneonta. New York

, 13820 60714013412,

University of klahoma. Tom Gallaher. College of Education. 820 Van Vieet
Oval. Room 321, Normtin, Oklahoma 73001; 405/325-4047,

St. Louis University, Sara Krull. Teacher Corps. SI. Louis. Missouri 63103:
FIH535-3300 X469,

University of Texas at Auslin. bhlrleg.' Hord. EDA 3.114, Auslin, Texos
TR712: 512147 1-3844.
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CHAPTER EIGHT
Conducting a Workshop -
* for Program/Staff Improvement
Elizabeth Dillon-Peterson

The following plan of a one-day workshop for program and staff-
improvement evolved from one designed to serve the needs of a
decentralized school district. Although the original was targeted for .
the principals of a district’s schools, it proved to be floxible enough
to adapt for yse with a variety of groups. This workshop\pas been
conducted (although never twice in exactly the same mannér) with
members of educational agencies. with teachers, with curriculum
consultants, with superintendents and other administrators, and has
even been adapted for college workshops in educational adminis-
tration. .
Participants in this workshop are provided with a skeleton plan to
_use as they see fit. The hard core of take-home materials are the
“*worksheets” numbered 1 through 7 in the pages that follow, Other
elements {identified by the letters A through G} are lecture guides.
discussion notes. and other material which may be developed for
-either oral or written use. The agenda itself suggests workable time
" slots for various activities which can be adapted to special needs and
special settings. .
The purpose of the workshop is to enable participants to:
sideniify key components of an effective staff improvement
program;
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sidentify “'free and inexpensive’ resources availuble to all

school districts: :

soxamine successful models fitting a variety of situations an:l
people [individual staff members. teams or departments.
building-level groups. small and large school districts, con-
sortiaj:

splan for the human needs associated with successful staff 1m-
provemen{ programming:

sdevelop a practical staff improvement plan applicable to the
.local situation. '

As o model for others to use in conducting their own workshops,
the following guide should be adapted and modified freely. It is not
polished for any one level of use because it has been used in so many
ways that crystallization would have reduced its flexibility. Before it
is used for any major purpose, it should be tried with a small group
representative of the target audience 1o test group reactions so that
the prograni can be modified appropriately to meet audience needs
and to accommodate the style of the presenter.

At any workshop participants appreciate take-home materials
which reinforce the learning experience. That is why certain materi-
als in the following pages are self-contained worksheets (numbered
1 through 7} which should be executed in writing at the time of
workshop attendanceto insure that at least some of the inspiration of
the moment is preserved. The blank worksheets themselves should
be copied for the use of participants in subsequent workshops.
Worksheets 6 and 7 overlap in that the first is for potential workshop
conductors and the second is for workshop participants involved in
formulating specific program plans.

Typical Workshop Agenda

9:00 Welcome, introductions. preview of the day's objectives
through a small group pretest (section A in the following
pages) presented through discussion or in writing.
Mini-lecture: What makes a staff improvement program
work? Definition (section B following).

Recognizing the need. accepting the challenge. fixing re-
sponsibility: providing for appropriate involvement of (1)
central office. (2) building-level staff. (3) team or depart-
ment. and (4) individual staff members. !
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4:00
AN

Steps to success (section C following).
Assessing needs, setting objectives, selecting appropriate
activities. obtaining resources (people time. money).
" evaluating results.
Tips on managing details.
Individual or small group diagnosis for the local situation:
determination of possible staff/program improvement obiec- -
tives through use of Worksheet 1,
Reports from groups.
Break.
Mini-lecture: Models of staff improvement plans.
Building-level or small school district—teams, departments,
individuals (section D following).
Large school district (section E following).
School consortia (section F following). _
Individual or small group identification of present or poten-
tial resources through use of Worksheet 2, ~
Reports from groups.
Lunch
Action plan for staffiprogram 1mprovemenl through use of
Worksheet 3.
Development of follow-up plan through use of Worksheet 4
by teams or individuals.-
Reflections on adult learning through use of Worksheet 5.
Mini-lecture: Keys to motivating staff.
Characteristics of the adult learner (section G following}.
how to turn staff members on (and avoid turning them off!).
appropriate involvement. .
Workshop evaluation through questions and answers to po-
tential conductors participating (Worksheet 6) or planning
process evaluation (Worksheet 7) for those who will be par-
ticipating in planning workshops.
Adjournment.

The workshop is begun by asking participants to define their per-
ceptions of staff development through the use of the following pre.
test. {Ask participants to answer all or select questions individually
of in small groups.)
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A, Pre-Test-To Get Us Started

t. How would vou define "staff development’?
2. Who is your districtbuilding is responsible for staff devalop-
ment? How was this decided?
3. Who in your building/team/district now plans for and carries out
staff development activities?
. Who else could (shouid) be involved?
. What are your current staff development émphases in the
building/district? How were they determined?
1. What is the usual method of delivery of staff development ser-
vices? '
. How is your current staff development program evaluated?

The “'set” for the workshop is provided through an introductory

mini-lecture which includes the content of sections B and C follow-
ing.

B. Defining Staff Development

Stoff development is all those programs designed to improve the
competency of school personnel at all levels with the express intent
of improving the quality of learning for students. A comprehensive
staff development program operates on two levels:

1) Orientation: Participants are exposed to new ideas or content
on a level designed to expand their general understanding in their
own of related fields. Such programs encourage them to continue to
be active learners maintaining a lively. broad based educalional
interest and curiosity. :

2} In-depth. Jong-term: Participants are involved in long-term
{semester. full-year) periods of training designed to focus on learn-
ing of specific materials or techniques which are expected to result
in identifiable change in behavior on the part of the learner/staff
member. Often this training emphasizes new ways of working with
students. such as the inquiry teaching method which requires the
practice of new questioning techniques. Bnilt-in practice and review
over time are essential to this level of change.

The comprehensive staff development program has three areas of
focus:
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1} Curriculum-related; Participants work with new materials.
usually requiring different teaching strategies from those currently
being employed, or learn new teaching strategies which may be
applied to any curricular area. This area also includes study related
to human development and its implications for curriculum and
schoals. )

2} Orgonization-related: Participants engage in activities which

enable them to work confidently in situations which require differ-
ent kinds of interrelationships due to the introduction of organiza-
tional changes. An example of this would be skill training needed to
accompany a move into leam teaching.
" 3} Personal development: Participanls carry oul activities de-
signed to meet their individual professional growth needs. For
example. participanis learn about and practice skills designed to
enable them to establish and maintain positive interpersonal re-
lationships with students and colleagues.

C. Steps for Establishing'
a Successful Staff Development Program

Step 1: Exomine your priorities. How important is staff develop-
ment to you. personally? How committed are you to providing for it
in competition with other important time budget requirements?
How much support can you recruit for it from your central
administration/building staff? .

Step 2: Decide who can provide leadership gnd assign responsi-
bility to him/er. Consider the individuals with whom you work.
wWho are the people with regl power? Who has special interest in the
area of staff development? What needs to be done to recruit the
natural leaders to support staff development efforts? In your best
judgment. who can best provide leadership? Select your best candi-
date. give him or her the assignment.

Step 3: Decide who needs to be involved in the stoff development
plonning. Remember that nobody does anything unless he or she has
decided todo it. This includes learning anything. Consequently, the
business of deciding is crucial, and one of the best ways to get
anyone to decide is to have him or her involved in the process of
decision-making. Itis important that anyone who will be:involved in
the activity be involved at some level of planning or decision-
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f
making. You may want to have a small group plan, take the plan to
the larger group for input or revision and suggestion as to how each
one of them might be involved, for example. The surest "kiss of
death’ to a staff development program is for one individual or group
of individuals to decide what other people need and should do—
particularly in view of the sometimes implied criticism which too
ften accompanies staff development efforts.

Step 4: Decidé what needs to be done. Determine in some way
what kind_ of staff improvement is needed and for what purpose. In
the absence of anything better. use the *‘think, share. and decide”
system. Other sources of direction might be the PDK instrument. {est
scores. Community survey.

Step 5: Establish a staff development plun. [nclude a timeline and
individuals responsible. with a complete description of activities.
One of the frequent complaints teachers have abhout staff develop-
ment activities is that they are poorly planned, organized. or timed.
Little things like having a projector malfunction can destroy a cli-
mate.

Step 6: ldentify resources—human and material. All school dis-
tricts have resources—both financial and human—which are not
being fully used. They can be identified by creative thinking abhout
possible capabilities related to needs,

Step 7: Decide what you will accept as evidence of success of the
stuff development effort. It is not necessary to start with “80% of the
teachers will . . . .’ but it is important to state what evidence you will
accept that the program has been successful. One way is to say. “I
will be satisfied with the results of the program if—_ hap-
pens.”’

Step 8: Take into vecount the personal satisfaction needs of par-
ticipunts, Staff development efforts are successful to the degree that
they speak to the personal needs of the staff members who partici-
pate. The needs may he lower level Maslowian needs such as com-
fort or they may be higher level needs—needs for self-confidence.
independence. achievement. competence. statug or recognition, ap-
preciation. deserved respect of one’s fellows. Unless these needs are
planned for they may not be met. and to the degree that they are not
met. the staff development effort will fail.

Step 9: Decide what follow-up activities will be u part af or which
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will be used subsequent to the execution of the plun._ond whol next
steps should be taken. if ony. Too often staff development efforts are
of the one-shot variety. or of very short duration. Change does not
often come quickly, but usually is a result of repeated exposure to
small increments, with practice or gestation time in between, Once
learned. a new technique or knowledge needs to be refreshed from
tirme to time and this ""refreshing'’ needs to be built into the original
plan. -

The preceding materials were preparatory to the administration of
Worksheetl 1, the needs assessment sheet. To use this woarksheet, .
participants should determine first individually, and then with other
'members of their work group. what emphases are suitable for their
staffiprogram improvement plan. The concerns should then be listed
by number in order of priority. Identification of group needs is fol-
lowed by a discussion in which groups report on their selection of
priorities, negotiating a common set of priorities if appropriate.

Another mini-lecture follows the initial needs assessment. the
emphasis of which is dependent upon the mix of the group of par-
ticipants. In sections D, E. and F following. model programs are
presented to represent different organizational arrangements—
building level or small school district. large school district, and con-
sortium. Grealest detail is provided here for the building level pro-
gram In anticipation that this workshop will most often be replicated
at that level.

D. Model Staff Improvement Program at Building
Level for Small School District
(Teams, Departments, Individuals)

Determining needs: State as clearly as possible the g}‘ealesl need(s)
you feel in your particular assignmentbuilding/district. Focus on
improvement of the instructional program, not nitty-gritty manage-
ment unless this is necessary to support the specific instructional
program improvement. Example of need: Too many students are not
reading well. :

Supportive data: Provide specific information which identifies a
need. Example: 25% of graduating students read below grade level.




Worksheet t .
Needs Assessment '
Detormine suilable emphases first individually. then with other member of your work group. Nuinber concerns in order of priority,

Most serious problemsichallenges Your ressons for belleving How can you verify your opinion?
Priority | in your perticular assignment they are important Whal dats should be collected?
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" Setting goals or objectives: State as clearly as possible exactly what
you hope to accomplish. Example: Cut by 50% the number of
graduating students reading below grade level.

Skillsikknowledge needed: Identify skills/knowledge needed by
staff (who needs to know what to be able to do what—new informa-
tion and/or skills}. Example: All secondary teachers need to have
rudimentary skills in teaching of reading. -

Develop an action plan: List activities in which you can help to
meet the need or accomplish the goaliobjective. Examples:

.1} Hold three training sessions to enable all teachers to identify
those students who are reading below grade level.

2) Study the history of sach student identified.

3) Select the most likely candidates for improvement.

4) Develop a remedial plan for each student chosen.

5) Organize four ta k forces of teachers of those students to |,
receive in-depth training in reading improvement tech-
niques, name a chairperson of each task force, and schedule
regular meetings of chairpersons to coordinate efforts.

6) Teachers of identified students will employ remediation
techniques and maintain records showing effects of remedi-
ation. '

Set time limits: Build a calendar which clearly states when each
activity will be completed and who will be responsible. Examples:

1) By end of September—Principal. Remedial Reading Spe-
cialist, all teachers.

2} By end of October—Principal. Remedial Reading Specialist,
all teachers. .

3) By November 15—Principal, Remedial Reading Teacher.

4) By December 15—Principal, Remedial Reading Teacher, all
teachers.

5} By January 15—Principal, Task Force Chairpersons.

Define meeting schedules:
1) Task Force meetings in January, February, March, and April.
2) Full staff meetings (focused on reading problems)—
' Principal. Remedial Reading Specialist. Task Force Chair-
persons. )

Evaluation: State as clearly as possible how you will know
whether or not you have been successful. Try to rely on actual evi-
dence or observable change rather than opinion. Examples:
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1) All students reading belaw grade lovel will have been iden-
tified.

2) There will be a written analysis of each student’s reading
history containing a tentative diagnosis of his or her prob-
lem.

3) Records kept on each student selected for the 1980/81 project
will show that at least 50% of the students involved will be
reading at grade level. '

4) Each teacher will provide a record of the identified students

- in his or her class, a plan of remediation. and will keep a log
of remediation activities focused on the student’s needs.
Each teacher involved will be able to:

a) identify students with reading problems:
b) design appropriate remedial strategies; and
c} carry those strategies out.

E. Model Staff Improvement Program
for a Large School District

Needs assessment: As a result of a three-year cycle of evaluation
{first year. elementary; second year, junicr high: third year. senior
high}, a number of recommendations were made for improving the
_junior high program. Among these was that the district move toward
installation of a teacher-advisor system to provide each student with
a particular adult with whom he or she can relate closely throughout
the junior high years.

Supportive data: Surveys indicated that many sludenlq d1d not
feel that there was one adult in their schocl to whom they could
come with problems, either personal or academic.

Objectives: All junior high buildings will develop plans to (1)
provide each student with a teacher-advisor, (2) determine the func-
tion of such a teacher-advisor. and (3) collect data on the project to
determine further direction.

Skills/knowledge needed by staff: (1) Classroom teachers need
basic counseling skills and information about appropriate guidance
activities 1o be used with students. (2) Classroom teachers need
familiarity with referral services for students with serious problems.
(3) Counselors need skills in working with their colleagues to assist
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them with their counseling activities. (4) All staff-members need
many experiences in personal interaction to assist them in under-
standing themselves and others better.

Plan

Activity; Ausponsible: Time Line:

1. Workshop prior to opening of school Principal August
during which teachers work with coun-  Counselor.
solors in basic counseling techniques.  Teacher Commitive.
developing guidance aclivities. group-  Direclor of Steff
ing of studonts, and practicing group  Developmiont
prucess skills. )

2. Continuous sieff development ¢ourse  Principal. Waookly.
on leacher-advisor system wheré coun-  Director of first
sefing and interpersonal skills gre ex-  Staff Development. semester
pandoed and reinforcad. practical prob-  Consultant from
lems are identified and evolved. Universily

Evaluation: (1} 85% of the students and the parents indicated
satisfaction with the program. 80% of the teachdrs and counselors
indicated satisfaction. (2) 90% of the students indicated that they
had an adult to whom they could go with a problem in contrast with
70% before the installation of the teacher-advisor program. (3}
Teachers expressed concern about the amount of time involved now

and counselors felt some discomfort with the indefiniteness of their
role. -

F. Model Staff Improvement Program
for a Consortium

Needs assessment: Representatives (usually superintendents)
from each of seven school districts in geographic proximity met to
identify topics which could profitably be addressed as a group. They
concurred that there would be value in providing an opportunity for .
certain of their staff members to visit. observe. and critique
exemplary programs in each district for purposes of communication
and mutual support.

Objective: To identify outstanding programs within the consor-
tium group. and lo provide opportunmes for visitation and
. follow-up daswl.anre ps needed.

Skillsiknowledge ficeded by staff; (1) Staff members in “visited"”
schools needed to be able to desc nbe their program goals clearly and
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respond to question-. (2) “Visitors’ needed to have advance infor-
mation and be knowledgeahle about what to look for and how to ask
tjuestions inoffensively. {3) Visitors needed to be able to develop a
feedback report in a form which could actually facilitate change in
the local district if changes seemed advisable as a result of the visi-
lalion.

Plan

Activity: Responsilbie: Time-Line:
1. Pre-visit seminar in all local districts  Local officials, September
to set the stage for the visitors. wholher  consortium
from the porspective of the visiting coordinator
or visiled districl. :

. “Caravan West”" organized for three Local disiricts Mid-Oclgber
days 10 the three weslernmost school  buing visited. :
dislricts. officials rom

visiting disincis-
. consortium coordinator :
3. Posl-visit seminar for all local dis- Local district October 20
tricts to determine usefulness of \he officials.
visil. make recommendalions for re- consortium coordinator
maining “Caravans.” and delermine
local application. il any.

Evoluotion: (1} Each participant was able to identify and give basic
characteristics of at least two programs observed in the other dis-
tricts which were different from those in the local district. and to
give strengths and weaknesses of each as determined by his or her
judgr‘ngnt with supporting data- (2) Staff members visited reported
some trepidation at first, but found visitors very supportive and
found the experience rewarding. They reported that they understood
their own programs better for having presented them to their visiting
colleagues. (3) Visitors identified a number of practices which they
would like to modify or incorporate directly into their programs.
They expressed the opinion that they would look more carefully at
their own activittes as a result of having observed.

Al this point in 1he program. when needs have been assessed and
models have been reviewed. participants identify potential re-
sources through the completion of Worksheet 2. After groups have
reported on the needs lhey have identified on the worksheet and the
lunch break permits further discussion of this and other issues raised




Conducling a Wnrk.qhup

Worksheet 2
Identification of Resources

Porsons nuw Wailable  Area of expertise Additicnal needed _ Polenlial sources

Caeniral Administralion:

Principuls:

Things now available {money.
facilities. equipment. supplies) Additional needed  Polential sources

.

.

"

1

A

Time now available . Additional neaeded Potential time

— -
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Waorksheel 3
Staff Developmiént/Program Improvement Action Plan

]

Needs ussessment
“Why" has this neod
!En_lp_i!_iuntifim]':‘

Goulsiobjectives -
"What" wlll be accomplished?

Skills naeded
By “whom"?

Statomunt af Neod #1

Supportive dota lur Neod #1:

To

Statinmerd of Noed #2

Suppartive data for Need #2:

Statement of Neod #1

* o

Suppottive data for, Need #1:

{AFullToxt Provided by ERIC




- -
.

Dasdription of activitlos
“What™. will bg done?

A

Sa:ht;dulu of aclivities ‘Loadership

Evatuation="low” wtl you
know It was successful?

>

"Whun." will thay bo held? *Who" will be responsible?

Daie(s)

Date(s)

Datels)

Evidence .axpoc:wd:

Evidonce oxpected:
4 ¥

Evidence expented:

Datels)

Datefs)

Date(s)

Evidence expected:

" Evidenco expected:

Evidence oxpected:
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Y[ I Planning and Developing Programs

in the course of the morning's workshop, participanis are rdady as
small groups to tackle Worksheet 3. Consisting of two paris, this
worksheet balances spetific areas of assessed need against activities
designed to correct deficiencies. After group execution of the third
worksheel. individual or team responsibilty for follow-through is
pinpointed in Worksheet 4.

Having been exposed to theories of staff and program -imﬁrove- '
ment in the day’s mini-lectures and having formalized needs and
projected programs through the use of worksheels, participants must
he reminded that oo often. when they are back at home. personal
interaction is forgotten., and it is hard to follow through. Worksheet
5 is intended to provide individual psychological commitment to
the day's activities by associating them with personal experiences of
mautivation and interaction. Distussion with other groups as this
workshop is completed provides the opportunity to move positively
toward the achievement of established goals.

The concludiag mini-lecture reinforces the psychological aspects
of the precedisg activities by addressing the topic of molivating
other staff members. This lecture should draw heavily upon the
anecdolal experiences of the speaker and invilte the recounting of
similar experiences by participants. It reminds participants of the
need to take truisms about aging and the process of adult learning
into account in involving adults in the change process.

G. Characteristics of Adult Learners (Mini-Lecture)

As we plan for staff improvement, we are planning learning expe-
riences for adults. primarily. Some of the characteristics of adult
learning which may have relevance to improving processes or in-
stituting new ones are:

® Learnings come primarily as a result of sallsfachon and re-
ward. A crucial point is that the learner must see the experi-
ence as helping him or her reach a goal which has personal
meaning.

® Adult learning. if it is to be effective. must be based on the
tremendous resources of experience which any adult has. A

. good 'earning activity includes recognition of this vast reser-
voir of vonzepls. attitudes, experiences. and knowledge. It
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will deliberately provide for transfer of learning between this
fund of stored knowledge and skills to the new situation.

® The stability of adult value systems may meke change and
acceplence of new points of view more difficult.

® The extensive variety of experience which an adult brings
with him may make it more difficult for the adult te see new
concepts and ideas without distortion.

Worksheal 4
Follow-Up

1. What is your responstbility in carrying out this plan?

oo !
2. What steps will you take to see that this/project is carried oul? (Be specific!)

3. How will you delermine the next steps (o be taken following the completibn of this
action plan? ; )




+  Planning and ﬁave!oping Progroms

® Adults have an increasing need to be self-directed. Con-
sequently. voluntary self-improvement activities are more apt '
to be successful than those which are mandatory. .

e Learning for adults is more successful if it is problem centered
and action|oriented with immediate application possible.

e Adulis learn better in a climate which is informal. respectful,
and where there is mutual planning. mutual goal-setting, and
mutual evaluation with considerable emphasis on self-
diagnosis.

¢ Staff development for adults is better received if it provides
options for reaching learning objectives, Three which seem to
work are:

1) highly structured. specific. instructor-led;

2} somewhat structured, more independent work {example:
learning center): i

3) independent work. with resources available.

Conclusion

The importance of evaluation to the process of staff or program
improvement is stressed by the final two worksheets. One, Work-
sheet 6, provides the conductor of a workshop with the means of
assessing its relevance to the needs of persons who will model their
own workshops on the one which they have just attended. Work-
sheet 7 is for participants at workshops in whlch specific program
plans were formulaled




Conducting o Workshop

Worksheet 5
Thinking About Learning

. Cive an eXampte of something you learned recently.

2. What motivated you to learn it?

3. Descrihe a less-than-successful lesrning eXperience you have had recently, What
would have made it a more positive expertence?

. Think about the most successful stafl improvement program you have ever been
part of. List all the adjectives vou can which describe it in any way.

1

n
I3

- What “people” things should we pay altention to as we plan lor staff improve
ment? .

3. Discuss with your group the implication your answers have lar planning staff
improvement activities. VWrite live rules beginning either “Do” or “Don‘t.”

PAFulToxt Provided by ERIC
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f44 Plunning cnd Developing Programs

Worksheet 6
workshop Evaluation
{To be completed by participants who attend llu. workshap loader session.)

Please indicate the dograe to which you falt the workshop goals wore achieved:
Reasonubly Not
Vory well well achieved
. Identification of key components of an '
effective stall improvement program:
2. ldentiflication of “‘free and inexpen-
sive’’ resouices available 1o all
school districts:
3. Examination of successful models fit-
ting a variety of sitysations:
. Plunning for the human needs associa-
ted with successful staff development:
. Development of a practical staff im-
- provement plan applicable to tho
local situation:

What will you be able 1o use from this workshop?

What else swwould have heen helpful?

What could or should be left out or changed?

Comments:




Conducting a Workshop

Worksheet 7
Planning Process Evaluation :
{To be cumpleted by those actually invelved in the “at home™ planning sessluns.}

In order 10 help us assess the effectiveness of bur planning process. plaase answer
1Im folluwing questions. either individually or in small groups:

- What were the advantages und disadvanteges of the manner in which you iden-
tifted prugram/ataff improvement neods?

What recommendations would you make for improving the process?

-

4

2. In what ways was the bmceSs of developing a plan for programstaff improvement
helpful to you?

What problems did you encouater in working through the process?

How would you suggest that this process be improved?

3. How can coatinued participation and follow-through to the planning be facilitated
and insured? ’

Who (from the central office. building admioistration. slétg departmant of educa-
tion. intermediate service agency. instifution of higher educatien, etc.) should or
could be involved in monitoring andfor evaluating the project as it proceeds?

-

4."What additional help da you need to carry out the plnfl developed or to complete
the planning process?

.
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